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ABSTRACT 
The skill of reading is one of the comer stones of language 
proficiency in any language and the skill of reading in English 
acquires a special significance in a country like India, where the 
students need to read textbooks and reference books in English to 
a much larger extent than to write and speak in the language. The 
present study proposes to examine and survey the teaching of 
reading to ESL undergraduate students in order to understand and 
assess its nature, extent and quality. 
Chapter one of this study aims to briefly outline the teaching 
of reading in the past four centuries and then moves on to record 
recent theory and research in reading pedagogy. Reading has been 
a topic of discussion for at least the past four hundred and fifty 
years and different methods in the teaching of reading have been 
adopted for children, for example the phonic method, the word 
method and the sentence method. Recent research and theory in 
reading attempt to explain how a reader is able to derive meaning 
from written language and frequently extend their findings to the 
teaching of reading in the classroom. Most of the theories of reading 
can be categorized into either of the three major groups: bottom -
up, top - down and interactive views of reading. A bottom - up view 
of reading describes it as a uni-directional flow of information 
beginning with the visual input on the written page and proceeding 
through a series of progressively higher order processing stages 
until meaning is derived. Thus, the focus is on the recognition and 
the identification on of graphic symbols. This is the view supported 
by Bloomfield (1942), Fries (1963) and others. 
The top-down paradigm of reading emphasizes the role of 
higher cognitive processes that generate meaning based on 
contextual information, the background knowledge and reading 
strategies that the reader brings to the reading task. This view 
chiefly derives from schema theory (Anderson and Pearson, 1988; 
Carrell, 1987 and others). Schemata are abstract knowledge 
structures or mental configurations stored in memory. They are 
referred to as "building blocks of cognition" and "the fundamental 
elements upon which all information processing depends" 
(Rumelhart, 1980). Schema theory in psychology has stressed the 
role of background knowledge in language comprehension which 
consist of an interaction between the resources of the reader and 
the characteristics of the text. Schemata have been classified into 
two broad types, namely content schemata and formal schemata. 
While content schemata are related to the content or topic of the 
text, formal schemata are related to the formal and rhetorical 
organizational structures of different types of text. The top-down 
view of reading is supported and advocated by Goodman (1967), 
Smith (1971), Neisser (1967) and others. 
The interactive view of reading tries to integrate both the 
above mentioned views and proposes that reader draws upon both 
the graphic and contextual information in abstracting meaning 
from written language. This view of reading attempts to explain the 
process of reading within an information processing analysis of 
language comprehension. The top-down view of reading appears to 
be the most popular one at present which provides a strong 
rationale for pre-reading activities as well as comprehension 
strategy training in the classroom. In the last section of chapter 
one, views from the classroom by different teaching practitioners 
have been recorded. 
Chapter two reports recent trends in reading pedagogy which 
in other words means how the teaching of reading is carried out 
within a CLT paradigm. This chapter is divided in three sections: 
theoretical bases, course design and materials and exercises. The 
first section deals with the theory of language, the theory of 
language learning and the theory of reading which form the basis of 
the teaching of reading in CLT. The second section deals with 
course design and outlines the trends in curriculum design at 
present. There seem to be three major approaches to curriculum 
design at present: structural-analytic, functional-anal3rtic and non-
analytic/ experiential. These terms are proposed by Allen (1983) 
and by analytic, he means that types of syllabus which break 
language data in discrete elements. So while the structural and 
functional syllabus present language input to the learner in form of 
separate elements, broken down in the experiential natural growth 
approach to communicative language teaching. The data is not 
broken down analytically by the course designers or the teaching 
but is presented as a whole chunk in the expectation that the 
students will discover the rules of language without formal 
instruction as children do, when they are learning their mother 
tongue. While the structural syllabus was employed as the main 
basis of teaching by the audio-lingual method, the functional 
analytic syllabus and the experiential syllabus are adopted by CLT. 
But Allen remarks that all these three types of syllabuses should be 
integrated and incorporated into the language teaching curriculum 
to different degrees according to the requirements of the teaching 
context and student needs. 
The third section of chapter two deals with materials and 
activity types and begins with the useful model of activity 
presented by Littlewood (1981). This model divides activities into 
two broad categories: pre-communicative and communicative. 
While pre-communicative activities include structural and quasi-
communicative exercises. Communicative activities include 
functional communicative activities and social interaction activities. 
The important thing about Littlewood's model is that he finds a 
place for structural practice within a CLT paradigm. In the 
remaining part of this section the researcher presents the examples 
of different types of activities used in CLT for the teaching of 
reading which aim to develop the various skills of skimming, 
scanning, predicting, inferencing, critical reading and so on. 
Chapter three which is the main part of the thesis records the 
observation of the teaching of reading in thirty classes of the 
undergraduate level in AMU. In these thirty classes ten teachers 
were observed and three continuous classes of each teacher were 
taken up for study. The focus of study was to see how much the 
teaching of reading at the undergraduate level in AMU conforms to 
CLT principles. The instrument employed to observe these classes 
was an observation schedule based on Communicative Orientation 
of Language Teaching (COLT) by Frohlich, Spada and Allen (1985: 
53-6). It also derives ideas from the schedule proposed by 
Moskowitz (1971: 213). The researcher sat at the back of the class 
for observation with agreement with the teacher and observed the 
teaching of observed reading according to the above mentioned 
schedule. The data gathered in this way is obviously qualitative 
and interpretive. Each teacher's teaching was observed under 
different headings divided into three broad sections: The first 
section was Classroom Teaching which included objectives, 
materials, pre-teaching and main-teaching. The second section 
Interaction Analysis, focussed on the extent and type of classroom 
interaction. The third section, dealt with Pedagogic Principles 
underlying the classroom practices. 
Chapter four, the concluding chapter, discusses the findings 
of the observation of classroom teaching as reported in chapter 
three. It aims to examine the teaching of reading in AMU at the 
undergraduate level with specific reference to CLT practices and 
principles. The different aspects of classroom teaching are taken 
up in this chapter in the same sequence as presented in the 
observation schedule. First of all, Classroom Teaching was taken 
up, consisting of objectives, materials, pre-teaching and main-
teaching. Interaction Analysis and Pedagogic Principles were taken 
up next. 
As far as the objectives of teaching are concerned, it was 
found that the different skills of reading guessing, predicting, 
previewing were the focus of study in the observed classrooms. 
Materials consisted of interesting and relevant passages or exercise 
types and sometimes also authentic texts. Classroom interaction 
mostly forms the core of main-teaching but deplorably pre-teaching 
activities were missing from most of the classes. The teaching of 
strategies seem to be the basis of most classroom activities which 
conforms to CLT principles and practices. Classroom atmosphere 
was mostly congenial. Teachers seem to act as counsellors, 
resource persons and facilitators of activities. However, mostly they 
were intolerant towards errors which goes against CLT principles. 
Over all, it can be said that the teaching in AMU at the 
undergraduate level is fairly influenced by CLT principles. Though 
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certain traditional practices from the past seem to be lingering, 
such as intolerance towards errors and loud reading in the 
classroom. It must be noted finally, that the teachers' approach in 
all the observed classes comes across as an eclectic one which 
incorporates many of the elements of communicative language 
teaching but also adopts some practices of the earlier grammar -
translation method and the audio-lingual method. 
In the 1970s and 80s communicative language teaching 
created a lot of enthusiasm and was considered as a panacea for all 
pedagogical ills. However, by the end of 1980s the flaws and short-
comings of this method became obvious and teaching theorists and 
practitioners realized that no single method can provide the answer 
to all language teaching problems. So, the best approach is that 
which adopts techniques and practices from different sources 
according to the requirements of given teaching context. 
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PREFACE 
The skill of reading is one of the comer stones of language 
proficiency in any language and the skill of reading in English 
acquires a special significance in a country like India where the 
students need to read text books and reference books in English to 
a much larger extent than to write and speak in the language. The 
present study proposes to examine and survey the teaching of 
reading to ESL undergraduate students in order to understand and 
assess its nature, extent and quality. 
Chapter one, the introductory chapter of this study aims to 
briefly outline the teaching of reading in the past four centuries and 
then moves on to record recent theory and research in reading 
pedagogy. Most of the theories of reading can be classified into 
either of the three major groups: bottom-up, top-down and 
interactive views of reading. A bottom-up view of reading stresses 
the role of visual input on the written page, that is, recognition of 
letters and words from the text until meaning is derived. 
The top-down paradigm of reading emphasizes the role of 
higher cognitive processes that generate meaning based on 
contextual information, background knowledge and reading 
strategies that the reader brings to the reading task. This view 
chiefly derives from schema theory in psychology Schemata are 
abstract knowledge structures or mental configurations stored in 
memoiy and are considered a crucial element in all information 
processing. Schema theory has stressed the role of background 
knowledge in language comprehension which consist of an 
interaction between the resources of the reader and the 
characteristics of the text. The interactive view of reading attempts 
to integrate both the above mentioned views, and acknowledges the 
importance of graphic as well as contextual information in 
abstracting meaning from written language. Studies related to all 
these above mentioned three types of view of reading have been 
reported in chapter one. This chapter also reports a number of 
views from the classroom pronounced by different teaching 
practitioners for efficient teaching of reading. 
Chapter two reports recent trends in reading pedagogy and is 
divided in three sections: theoretical bases, course design, 
materials and exercises. The first section deals with the theory of 
language learning, and the theory of reading which forms the basis 
of the teaching of reading in CLT. The second section deals with 
course design and outlines the trends in curriculum design at 
present. The third section describes exercises and materials used at 
present within the CLT paradigm. 
Chapter three, the main part of the thesis records the 
observation of the teaching of reading in thirty undergraduate 
classes in AMU. In these thirty classes ten teachers were observed 
and three continuous classes of each teacher were taken up for 
study on the basis of an observation schedule which derives 
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mainly from the Communicative Orientation of Language Teaching 
(COLT), the schedule provided by Frohlich, Spada and Allen 
(1985:53-6). The schedule consists of three sections: Classroom 
Teaching, including objectives, materials, pre-teaching and main-
teaching. The second section Interaction Analysis focusses on the 
extent and type of classroom interaction. The third section deals 
with the Pedagogic Principles underlying the classroom practices. 
Chapter four, the concluding chapter discusses the findings 
of the observation of classroom teaching. It aims to examine the 
teaching of reading in AMU at the undergraduate level with specific 
reference to CLT practices and principles. In conformity with CLT 
ideology, it was found that the teaching of strategies seem to be the 
basis of most classroom activities. However, some practices from 
the past GT method and the audio-lingual method seem to continue 
even now in these classrooms. Overall, the approach adopted in the 
teaching of reading at the undergraduate level in AMU seems to be 
an eclectic one, which incorporates many of the elements of CLT, 
but also adopts some practices from the earlier methods of 
teaching. 
In the 1970s and 80s, communicative language teaching 
created a lot of enthusiasm and was considered as a penacea for all 
pedagogical ills. However, by the end of 1980s, the flaws and short-
comings of this method became obvious and teaching theorists and 
practitioners realized that no single method can provide all the 
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answers to all the questions and so the best approach is that which 
adopts techniques and practices from different sources according to 
the requirements of the given teaching context. 
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CHAPTER - 1 
INTRODUCTION AND BACKGROUND 
Reading is one of the basic language skills and it acquires a 
greater significance in India where English has been recognized as a 
library language which means that even if the Indian student does 
not require to speak and write in English. He/she will be compelled 
to read English in order to access the vast amount of knowledge 
accumulated every day in different branches of study. This chapter 
aims to outline briefly the teaching of reading in the past four 
centuries and then moves on to record recent theory and research 
in teaching pedagogy. 
Past, Practice and Theory: 
Fries (1962), notes that the discussions in English regarding the 
methods and materials for the teaching of reading began about four 
hundred years ago with John Hart's book of 1570 titled A Methode 
or comfortable beginning for all vnleamed, whereby they may bee 
taught to read English, in a very short time, with pleasure. After 
Hart's work a tremendous amount of material related to the 
problems of reading was published. In fact people, had been 
learning to read and teaching to read from the time of the invention 
of the first graphic symbols used for writing. But the teaching of 
reading became a public problem with the development of 
democratic forms of government and the recognition of the need to 
educate the children of all the people. In response to this need, 
studies were conducted in order to examine the teaching of reading 
and find the best way thereof. In America researchers such as W. S. 
Gray, Arthur Traxler and Emmett A. Betts put in a great deal of 
effort in recording classroom practice and research in reading 
pedagogy approximately from 1930 to 1960. On the basis of the 
accumulative research, one can distinguish at least three basic 
approaches to reading from the beginning of the 16^ century to the 
end of the 19*^  century. 
SECTION - I 
The Phonic Method: 
The phonic method aims to begin the teaching of reading to children 
through a "phonic approach" in which the graphic symbols are 
made to match the sound of the words. In other words, instead of 
using the traditional English alphabet, a phonetic alphabet is used 
so that the child is not confused by the difference between the letter 
and its sound. It was JohnHart (1551) who drew attention to the 
difficulties of learning to read arising from "misnaming of letters". 
He also took account of the diversity of sounds attached to some of 
the letters and provided certain special symbols so that the spelling 
followed the rule of each symbol having only one sound and the 
same sound having only one symbol. His method is therefore a 
phonic approach using a rather consistent phonetic alphabet which 
he employed in his above mentioned book, "A Methode or 
comfortable beginning ...". Hart was followed by other writers who 
dealt with the matching of English sounds with their alphabetic 
representation during the 16*^ , 17*^  and 18^ centuries. Through the 
years of and 18*^  centuries all the grammar books had a 
section devoted to orthographic, that is, the letters of the alphabets, 
their kinds and uses, the formation of syllabus and the spelling of 
words. These materials formed the basis of the "spellers", the books 
out of which early reading was taught. 
It should not be considered however, that meaning was 
ignored in the phonic method and a concern for the understanding 
of what is read is evident from Hart's words, "the effect of writing 
consisteth not in the letter, but to show what is meant by the letter" 
(Hart, Methode, 1570). 
The Word Method: 
This approach to reading began in the early 19^ century, within this 
method to quite different practices were observed. The first practice 
was based on a disbelief in the use of sequences of two or three 
letters which made up syllables but did not rendor any meaning. It 
was insisted that learning to recognize and to pronounce letters in 
combination must be developed through practice upon units that 
have meaning for the child, that is, real words. 
The Word Method also had a later denotation and use, in this 
latter use of the term, "Word Method", the words as wholes were 
first presented as unanalyzed units to be connected with pictures of 
objects or actions. The theory was that every word that the child 
learns should convey a distinct image of a thing or an act to his/her 
mind, so that it can be more easily remembered than the name of a 
letter with which the child has no natural associations. Text book 
writers adopted different type of word methods. Some of them paid 
little or no attention to the selection of words with regard to similar 
shapes while others greatly emphasized this feature. 
The Sentence Method: 
The sentence method is best outlined in Farnham's book, The 
Sentence Method of Teaching Reading, Writing and Spelling, A 
Manual for Teachers (1881). It is based on the psychological fact 
that the unit of thinking is a thought and therefore the sentence 
ought to be made the basis of reading exercises. In 1870, a number 
of experiments were conducted in the schools of New York, to test 
this theory and the results far exceeded the expectations. Farnham 
sets forth his views underlying his sentence method in the following 
words: 
Reading consists, first, in gaining the thoughts of an 
author from written or printed language:- Second, in 
giving oral expression to these thoughts in the language 
of the author, so that the same thoughts are conveyed 
to the hearer. 
It is important that this two-fold function of 
reading should be fully recognized. The first, or silent 
reading, is the fundamental process. It is often called 
"reading to one's seir, a phrase significant as indicating 
a wrong conception of the true end to be accomplished. 
The second, oral reading, or "reading aloud", is entirely 
subordinate to silent reading. While oral expression is 
subject to laws of its own, its excellence depends upon 
the success of the reader in comprehending the thought 
of the author. 
Farnham, also introduced the idea of silent or eye reading or 
the ability to look over the printed page and with the least possible 
awareness of the words used, to fully understand the thoughts 
expressed. He discouraged the development of the translation of 
written symbols into oral language in which the reader either 
pronounces each word so that he actually hears it, or he thinks of 
the pronunciation. In each case the thought is not formed in his 
mind directly through the written language, but indirectly after the 
written words have changed into oral expression. This process 
should be avoided as it is slow and laborious. Farnham believes that 
the object in teaching should be to make every learner an eye reader 
that is, to give him/her the ability to look directly through the 
written expression to the meaning. Farnham believes that when the 
habit of sight-reading is acquired, oral reading will require little 
attention. When the students have mastered the ability to assimilate 
the thought from the printed page directly, they will have little 
difficulty in giving it proper oral expression in the language. 
Farnham thus makes the getting of the thought the first aim of 
reading, and demands the every technique and method in use of 
teaching of reading must contribute to the student's growth in the 
habits of "thought" reading. 
SECTION II 
Recent Theory and Research 
Although there are various theories which attempt to expleiin how a 
reader is able to derive meaning from written language. Most of 
these theories can be categorized into three major groups: bottom-
up, top-down and interactive views of reading. 
A bottom up view of reading characterizes it as a one way flow 
of information of beginning with the visual input and proceeding 
through a series of progressively higher order processing stages 
until meaning is derived. Thus, the focus is on the recognition and 
the identification of graphic symbols and relating them to their 
corresponding sounds. This view is supported by Bloomfield (1942), 
and Fries (1963). 
A top-down view of reading emphasizes the role of higher 
cognitive processes that generate meaning based on contextual 
information and the background knowledge, and reading strategies 
that the reader brings to the reading task. Proponents of this view of 
reading consider the reader actively engaged in deriving meaning 
directly from the page without the use of an intermediate speech-
code, using knowledge of syntactic and semantic systems of 
language, the discourse constraints of the passage and 
extralinguistic knowledge or topic related to the reading material. 
This view is supported by Goodman (1967), Smith (1971), Neisser 
(1967) and Ryan and Semmel (1969). 
The interactive view of reading tries to integrate both the 
above mentioned views and proposes that the reader draws upon 
both graphic and contextual information in abstracting meaning in 
written language. This view of reading attempts to explain the 
process of reading within an information processing analysis of 
language comprehension (Massaro,1975, Rumelhart, 1976). 
Bottom-up view of reading: 
Till late 1960s, reading was seen mostly as a process of picking up 
information from a page in a letter by letter, word by word or 
sentence by sentence manner. During the 60s under the influence 
of audiolingualism teaching of reading concentrated on the study of 
grammar and vocabulary or the practice of pronunciation. Though 
this view of reading was strongly criticized during the 70s and 80s, 
now it is being recognized as an important factor in the acquisition 
of the reading skill. The development of automatic 
perceptual/identification skills is considered as critical to fluent 
reading by many cognitive psychologists (Adams, 1990; Perfetti, 
1991; Stanovich, 1986, 1991). Automatic!ty may be defined as 
occurring when the reader is unaware of the process, not 
consciously controlling the process, and using little processing 
capacity (Adams, 1990; Stanovich, 1990). The main focus of 
automaticity research has been at the feature, letter and word 
levels, playing a crucial role in descriptions of lexical access 
employed by fluent readers. Many researchers now believe that 
automaticity is a necessary skill for fluent readers, and many less 
skilled readers are so because they lack automaticity in lower level 
processing. In fact, some cognitive psychologists now argue that the 
lexical component of fluent readers become • incapsulated; which 
means that the process of lexical access during reading does not 
employ contextual resources (Stanovich, 1990). The question of 
whether sentence patterns fall within the notion of automatic 
recognition is under debate at present. (Perfetti, 1990; Rayner and 
Pollatsek, 1989). 
Apart from automatic recognition skills, knowledge of 
vocabulary and sentence pattern is obviously critical to reading. The 
role of language structure in reading comprehension in second 
language context has been supported by research (Barnett, 1986; 
Berman, 1984; Eskey, 1988). Knowledge of vocabulary has 
similarly come to be recognized as a critical feature of reading ability 
(Nation and Coady, 1988; Stanovich, 1986). 
Top-down view of reading: 
The top-down view of reading probably originated with the research 
work done by Goodman (1967, 1985) and Smith (1971, 1979 and 
1982). The research and persuasive arguments of Goodman and 
Smith evolved in a psycholinguistic model of reading. Goodman 
argued that reading is a selective process, since fluent readers did 
not have time to register all the words on a printed page and 
suggested that good readers use the background knowledge that 
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they brought to the reading task and then read by predicting 
information, sampling the text and conforming the prediction. Smith 
also agreed with Goodman's view that reading was an imprecise, 
hypothesis - driven process. He also argued that sampling was 
effective because of the redundancy built into natural language as 
well as the abilities of the readers to make necessaiy guesses 
entrances from their background knowledge. In fact, Smith asserted 
that the reader contributed more to reading than the visual symbols 
on the page. 
Clarke and Silberstein (1977) proposed implications for 
teaching based on Goodman and Smith's theory of reading. They 
suggested that since reading was characterized as an active process 
of comprehending, the students needed to be taught strategies to 
read more efficiently such as guessing from context, making 
inferences about the text and skimming ahead to fill in the context. 
The goal of reading instruction for teachers was to provide students 
with the range of effective approaches to the text, to use pre-reading 
activities in order to motivate them, and enhance conceptual 
readiness by supplying background knowledge, and to provide 
students with strategies to deal with difficult syntax, vocabulary and 
organizational structure. Coady (1979) while reinterpreting 
Goodman's psycholinguistic model argued that the reading process 
requires three components: lower processing strategies, background 
knowledge and conceptual abilities. According to him, beginners 
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focUvS on lower level process strategies such as word identification, 
whereas more proficient readers focus more on abstract conceptual 
abilities and make better use of background knowledge. 
In the 1980s much ESL reading theory and practice extended 
Goodman and Smith's perspective on reading. In other words, the 
role of background knowledge was emphasized during this period 
and lower level, bottom-up processing strategies were played down. 
These researchers proposed different versions of schema theory as a 
useful notion for describing how prior knowledge is integrated in 
memory and used in higher level comprehension processes. 
Implications of schema theory vseem to be useful in improving 
reading instruction and it became a major focus for research on ESL 
reading in 1980s. The research conducted by Carrell and Eisterhold 
(1983) proved that activating content information pays a major role 
in student's comprehension and recall of information from a text. 
Carrell (1987) also investigated importance of formal schemata, that 
is, structures of knowledge about language and textual 
organization, and found this to be an important contributor to 
reading ability. Carrell (1988b) also argued that lack of schemata 
activation is a major source of processing difficulty with second 
language readers. This has been corroborated not only through 
culture specific text comparisons but also using discipline specific 
text comparisons of readers (Alderson and Urquhart, 1988). 
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Schema theory has provided a strong rationale for both pre-
reading activities and comprehension strategy training (Carrell, 
1985, 1988a; Floyd and Carrell, 1987). Some researchers have even 
argued that a high degree of background knowledge can overcome 
linguistic deficiencies (Hudson, 1982). The major implication of this 
research for classroom teaching is that students need to activate 
prior knowledge of a topic before they begin to read. If they lack this, 
they should be given at least minimal background knowledge from 
which to interpret the text (Bamett, 1989; Carrell, 1988a). Thus 
schema theoretic views propose that in order to understand a text 
properly readers need to activate their background knowledge about 
text organization as well as the conceptual context of the text which 
are referred to formal and content schemata respectively. 
The coming back of bottom-up views: 
In a reaction to the over emphasis on top-down schema theoretic 
views of reading there emerged a series of research that stressed the 
lower level processing of reading such as Perfetti (1985), Stanovich 
(1986), Eskey (1988) McLaughlin (1990), and Segalowitz (1991). 
They have all emphasized the importance of automatic lower level-
processing in second language context. It has been found that less 
proficient readers often appear to be word bound, which 
demonstrates that students are 'stuck' on words. Psycholinguistic 
models of reading explained this phenomenon by maintaining that if 
students were stuck onwards it was because they did not sample 
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rapidly enough and were afraid to make guesses and take chances. 
However, more current views of this learner problem argue that 
students are word-bound mainly because of inefficient bottom-up 
processing. Their reading is slow and laborious because of their 
consciously attending to the graphic form and, in a second language 
context there are often too many new forms for students to which 
they can attend efficiently. No amount of guessing will overcome this 
deficiency and lead to automatic word recognition. 
Related to automaticity issue is a realization that the 
knowledge of vocabulary and syntax are crucial components in 
reading comprehension. Many researchers have proposed a 
language threshold for second language abilities (Clark, 1Q80; 
Devine, 1987). It means that below a certain language proficiency 
threshold comprehension procesvses can not be used efficiently in L2 
reading. 
Comprehension strategy training: 
One dimension of top-down views of reading is the realization that 
readers bring with them skills and strategies to the reading task 
which assist in comprehending the written text. Some of these 
strategies might be inherent but others need to be taught. Research 
on comprehension strategies has acquired a greater importance 
since 1980s. It has been found that younger and less proficient 
students use fewer strategies and also use them less effectively in 
their reading comprehension (Garner, 1987; Nist and Mealay, 1991). 
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Students who monitor their reading comprehension, adjust their 
reading rates, consider their aims and objectives in advance, prove 
to be better readers (Carre11, 1989b; Devine, 1987). Research has 
attempted to understand better the specific context in which 
comprehension strategies improve comprehension, the specific 
training procedures which are most effective and the student 
variables such as age, proficiency, and need which influence 
strategy instruction. Strategy, training experiments with second 
language students are relatively few in number. Carre11 (1985) 
demonstrated that teaching students to recognize the organizational 
structure of text improved student's abilities. Barnett (1988a) 
reported improvement in reading comprehension from a year-long 
strategy training programme in reading. 
Casanave (1988) highlights the importance of training 
students in comprehension monitoring in ESL reading. He 
maintains that successful reading comprehension involves not only 
readers' ability to use appropriate content and formal schemata. It 
also depends on how to monitor what they comprehend and their 
ability to take appropriate strategic action. La reading research and 
pedagogy, according to him might fruitfully be expanded by 
studying how different types of La students might be assisted in 
monitoring their reading comprehension. Drawing ideas from 
studies conducted in Li context, he suggests the employment of 
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reciprocal teaching (Palincsar and Brown, 1984) and the use of 
think aloud procedure with students (Bereiter and Bird, 1985). 
Reciprocal teaching by Palincsar and Brown focussed on 
helping young readers with special reading problems learn to 
recognize obstacles in comprehension and take strategic action. 
They chose the activities of summarizing and questioning for this 
type of teaching. While these activities are by no means unique and 
unusual, the way of teaching them, that is by means of interactive 
dialogue which is the essence of reciprocal teaching is novel. In 
these interactive dialogues teachers had the students become aware 
of where they were on and off track and how to get back on track. 
Think aloud training used by Bereiter and Bird employed a 
think aloud procedure to help young readers leam to monitor their 
comprehension and take required strategic action. They conducted 
two studies: one in which they identified potentially teachable 
strategies and the other in which they tested how teachable the four 
identified strategies were. These studies suggest the most effective 
technique for teaching comprehension monitoring and strategic 
repair. Teachers can explain and exemplify common comprehension 
problems and fix-up strategies in the classroom. Later on, students 
practiced the strategies themselves by reading in a low voice or 
silently and marking in specially prepared text which strategies they 
were using. 
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Thus Casanave suggests that our underlying knowledge 
about monitoring behaviours of readers might be viewed as 
"strategic schemata" which, in addition to schemata for content and 
form, influence how they understand what they read and learning to 
articulate this knowledge is considered to enhance learning at least 
in the classroom context. 
Interactive views of reading: 
Interactive views of reading can refer to two different conceptions. 
First, it can mean the general interaction that takes place between 
the reader and the text. The reader constructs the information 
contained in the text on the basis of knowledge drawn in part from 
the text and in part from his/her background knowledge (Bamett, 
1989; Carrell and Eisterhold, 1983). The second implication of the 
term is that reading involves the interaction of many component 
skills in simultaneous operations. In other words reading employs 
both an array of lower level, automatic identification skills and an 
array of higher level comprehension or interpretation skills {Carrell, 
1988b, 1989a; Eskey, 1986; Eskey and Grabe, 1988). These two 
perspectives are complimentaiy, through most individual 
researchers tend to distress one perspective over the other or ignore 
either of the two. 
Schema theory is a useful theoretical metaphor for the 
reader's prior knowledge but it is difficult to know exactly how this 
prior knowledge is envoked and used. And many researchers 
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question theories which can not be explicitly defined. Thus, interest 
in schema theory appears to have waned in the recent past and 
there have emerged a number of current versions of interactive 
approaches to reading which tilt more towards the processing of 
lower level linguistic structure (Perfetti, 1985, 1990; Stanovich, 
1990). The reasons for this orientation seem to stem from extensive 
research on eye movements as well as focus on letters, words and 
sentences. Recent research on eye movements has demonstrated 
that fluent readers read most words on a page. These studies show 
that some eighty percent of content words and forty percent of 
function words are directly focussed on in reading (Adams, 1990; 
Carpenter and Just, 1986). These studies suggest that fluent 
readers are not only extremely rapid in their recognition skills but 
they are also precise. Thus, an interactive approach to reading is 
one that takes into account the critical contribution of both lower 
level identification skills and higher level comprehension and 
interpretation skills. 
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SECTION - III 
(1) Implications for the Classroom: 
The utility of research findings is mainly in their application to the 
classroom context and incorporating them into curriculum 
guidelines and teaching practices. Recent research seems to 
highlight the following aspects of reading pedagogy: 
A content centered curriculum: Content provides learner 
motivation and purposeful activities. In a content centered reading 
course, students participate in the selection of content. Nelson 
(1984) suggests one technique of selecting content by involving 
students in the process. This technique is a group discussion 
during which the teacher encourages the students to mention topics 
which are of interest and relevance to them. 
(2) Development of Skills and Strategies: 
Specific skills and strategies of reading should be given high priority 
and practiced consistently. Practicing teachers have started voicing 
their concern about the development of these strategies and skills in 
students. For example Dubin (1982) refers to "mature reading 
strategies". By mature reading strategies Dubin means the 
strategies employed by an efficient reader which are the result of an 
active and continuous interaction between the text and the reader. 
The strategies mentioned by her which need the attention of 
classroom teachers in their teaching of reading comprehension are 
the following: 
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(a) Adjusting attention according to the material:- Because all 
reading matter is not of the same type, different types of material 
require different reading modes. Some passages should be read 
fast without consideration of details while others require careful 
and deliberate attention. 
(b) Using the total context as an aid to comprehension:- By using 
the total context, Dubin means the skill of surveying the text 
which means considering the table of contents, the title page and 
so on. 
(c) Skimming:- Skimming means reading quickly to get an overall 
idea of the subject matter of a passage. The first quick reading 
helps in finding the main ideas of paragraphs or larger chunks of 
the text. Mature readers use the technique of skimming with all 
kinds of materials to determining whether an item deserves 
further attention. 
(d) Search reading:- Search reading is a more attentive approach 
than skimming in which the reader makes use of key words or 
groups of synonymous words and expressions which the author 
has utilized to avoid repetition. The reader looks for repeated 
elements that present no new ideas or topics; for example, most 
expository writing in popular journals contains elaborations in 
which the writer accumulates various examples to illustrate a 
few ideas. These portions should be skipped over quickly. 
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(e) Scanning:- Scanning is a strategy which is quite distinct from 
skimming and involves looking for particular information. For 
example one scans the pages of a newspaper to find a particular 
article; on the other hand one scans the pages of a telephone 
directory or the index of a book looking for a particular item. 
(f) Predicting / guessingh / inferencing: - Research shows that reading 
is selective and good readers move their eyes quickly over a 
printed page, picking up meanings from chuncks of the texts. 
On the word level, the reader guesses the meanings of unfamiliar 
words by the use of context as well as word formation. On the 
syntactic level he/she extracts the meaning on the basis of 
his/her knowledge about the sentence pattern as well as the 
context. 
(g) Critical reading:- Critical reading is the most sophisticated form 
of reading which means reading "between the lines" or 
understanding implied lines meaning in the text. In critical 
reading, the students should also be given practice in 
distinguishing between facts and opinions. This also involves 
understanding the author's tone approach, purpose and style. 
(h) Use of textual discourse devices/sign post expressions:- Effective 
readers make use of all the syntactic and rhetorical features that 
the authors provide. Textual, discourse devices provide unity or 
coherence to a piece of writing. In expository writing, unity is 
achieved through the words and phrases the writer employs to 
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connect the ideas in sentences, paragraphs and larger segments. 
It is also important to teach the students to use the signpost 
expressions which indicate what the writer is going to say in the 
next part of the text. Awareness of the structure and movement 
of a passage not only facilitates understanding of a passage, but 
also removes many of the difficulties at word and phrase levels 
which deter inexperienced readers. 
To sum up, the above are the main strategies and skills 
employed in efficient and fluent reading and need the attention of 
the reading comprehension teacher. The teachers require to help 
the students practice, develop and use these skills and strategies. 
(3) Use of background knowledge to pre-reading 
activities: 
Research shows that it is also important to activate and provide 
students with relevant content and formal schemata through pre-
reading activities in the classroom, through the following activity 
types: 
(a) Understanding rhetorical structure of the text: The importance of 
rhetorical organization of a text in relation to reader's background 
knowledge of text structure has been noted in several studies over 
the past few years which reveal that reading comprehension can be 
significantly enhanced by teaching text structure and helping the 
students to identify and use the various structures. So, if reading 
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classes include a study of different course structures this will 
improve reading comprehension, retention and recall. 
(b) Activating and providing content schemata: Research also 
suggests that it is important to activate and stimulate student's 
background knowledge of the content of the given text and if it is 
lacking, it should be provided to the student's specifically 
through pre-reading activities. The teacher should be aware of 
the gaps in the student's social and cultural background 
knowledge. For example, for Indian students references to 
festivals such as Thanksgiving, Halloween may have no meaning. 
Henry (1984) suggests the technique of using "reader generated 
questions" in a discussion as a pre-reading activity in order to 
equip the students with the required background knowledge 
related to a text. Spack (1985) suggests, "a write- before you-
read technique" in order to stimulate student's background 
knowledge. This exercise requires that students' right from their 
own experiences about an idea or event contained in the story 
which the teacher plans to teach. 
(c) Understanding of vocabulary and syntax:- Research has also 
demonstrated that the knowledge of vocabulary and syntax is a 
crucial factor in efficient reading, though every teacher knows 
this from his/her own experience and does not really need this 
information from research. Bottom-up reading or development of 
the recognition of words and sentences should also be given their 
23 
proper place in any reading instruction programme. Teachers 
should help the students with tackling difficult vocabulary 
through the strategy of guessing on the basis of word-formation 
and context. Likewise, they should also be taught how to extract 
the meanings of sentences on the basis of sentence structure and 
context. However, it is also important that they are helped in 
acquiring a large enough vocabulary and relevant sentence 
patterns in order to enhance their reading comprehension. 
Wiriyachitra, (1974) suggests four techniques for sentence 
comprehension because when reading a textbook or article, it 
frequently happens that although a student knows every word in 
a sentence he/she still can not understand what the sentence 
means, specially when it is long and complicated. 
The techniques are 3.S follows: 
(i) Sentence analysis:- Whenever a student does not understand a 
sentence he/she should analyse it by breaking it down into its 
different parts. Of course, to do this properly the students must 
be taught to recognize various sentence patterns. 
(ii) Recognizing punctuation:- Punctuation like words, helps to 
convey the writer's ideas. Therefore the students should be 
encouraged to use their knowledge of punctuation in order to help 
them understand the meaning of the text. 
(iii) Recognizing reference terms:- A reference term is a word which 
is used to replace another word so that the writer does not have to 
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repeat the same word again. The students should be encouraged to 
ascertain what the reference term means in each case, 
(iv) Recognizing signal words:- By signal words the writer here 
means signpost expressions or connectors which help the reader in 
understanding the movement of the text and show the relationship 
of one element to another. 
Apart from sentence analysis Wiriyachitra, (1974) also 
emphasizes the need to teach the students paragraph analysis and 
understanding how the material is organized in the passage by 
finding: 
a) topic, b) finding the main idea, c) finding major supporting 
details and d) finding minor supporting details. 
(4) Development of Metacognitive Skills and 
Strategies: 
It has been found that metacognitive knowledge and skills are also 
an important component of fluent reading which involves 
knowledge about cognition including knowledge about language. As 
related to reading, this includes recognizing the more important 
information in a text, adjusting reading speed, taking notes 
underlining, monitoring and evaluating one's progress such as 
planning ahead or testing self-comprehension. Thus, there is a need 
to train the students in these metacognitive strategies in order to 
make them efficient readers. 
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(5) Silent and extensive reading: 
Sustained silent reading should be encouraged to build fluency, 
confidence and appreciation of reading. Students also need to read 
extensively and should be provided with or encouraged to read 
materials related to their classroom context so that not only they 
acquire practice in fast and silent reading but also build an 
extensive repertoire vocabulary and sentence patterns. 
CHAPTER - 2 
RECENT TRENDS IN READING PEDAGOGY 
At present language teaching everywhere around the 
world is carried out with reference to Communicative 
Language Teaching methodological principles. It is 
important to consider, therefore, how the teaching of 
reading is viewed and conducted according to this method. 
This chapter deals with trends in the teaching of reading in 
CLT in the following three sections: 
1. Theoretical Bases-for the teaching of language in 
general, and reading in particular. 
2. Course Design-in communicative language 
teaching. 
3. Materials and exercises for teaching reading 
comprehension. 
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SECTION - I 
1. Theoretical Bases: 
Theory of Language: According to Richards and 
Rodgers, (1986) communicative language teaching is 
chiefly based on a theory of language as 
communication and the goal of language teaching in 
this paradigm is what Hymes (1972) calls, 
"communicative competence" as opposed to Chomsky's 
idea of grammatical competence. According to 
Chomsky, the aim of linguistics was to characterize 
the abstract abilities of speakers which enable them to 
produce grammatically correct sentences in grammar. 
According to Hymes such a view of linguistic theory 
was insufficient since, linguistic theory requires to be 
seen as a part of a more general theory incorporating 
communication and culture. According to Hymes, in 
order to be communicatively competent in a speech 
community in a person also requires the ability for 
language use with respect to whether something is 
feasible and appropriate according to the context or 
not. 
Another linguistic theory of communication favoured 
in communicative language teaching is provided by 
Halhday's account of the functions of language. "Linguistics 
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is concerned", according to Halliday, "with the description 
of speech acts or texts, since only through the study of 
language in use are all the functions of language, and 
therefore all components of meanings brought into focus" 
(Halliday, 1970:145). 
Halliday in his powerful theory of functions of 
language attributes to language the following seven basic 
functions: 
1. The instrumental functions which implies use of 
language to get things. 
2. The regulatory function or using language to 
control the behaviour of others. 
3. The interaction function which means employing 
language for creating interaction with others. 
4. The personal function which means expressing 
personal feelings through language. 
5. The heuristic function, implying using language 
to learn and to discover. 
6. The imaginative function, which means 
employing language to create an imaginary world 
and 
7. The representational function, which implies 
using language for conveying information. 
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Henry Widdowson (1978) has also contributed a great 
deal to the theoretical bases of communicative language 
teaching and makes a distinction between "signification and 
value" which is parallel to Hymes' distinction between usage 
and use. Canale and Swain (1980) extended the idea of 
communicative competence and gave a model of 
communicative competence which includes four 
components: 
a. Grammatical competence 
b. Socio-Linguistic competence 
c. Discourse competence and 
d. Strategic competence 
a. Grammatical Competence: Grammatical 
Competence is equivalent to Chomsky's idea of 
linguistic competence. 
b. Social Linguistic Competence: It relates to the 
ability to use language appropriately according to 
different social contexts. 
c. Discourse Competence: It implies the ability to 
comprehend and produce text in terms of their 
interconnectedness, and how meaning is 
represented in relation to the entire discourse or 
text. 
30 
d. Strategic Competence: It refers to the coping 
strategies which language users employ when 
encountering a communication breakdown. 
Thus communicative language teaching has a rich 
theoretical basis in terms of a theory of language. In a 
nutshell some of the characteristics of communicative view 
of language are as follows: 
1. Language is a system for expressing meaning. 
2. The main function of language is communication. 
3. The form or structure of language reflects its 
functional and communicative uses. 
4. Equating communicative competence with 
grammatical competence is faulty because the 
ability to use language competently also means 
using it appropriately and in a logically 
connected manner in relevant social context. 
Theory of Language Learning: 
There is no particular view of language learning 
which claims to account for communicative language 
teaching. However elements of underlying learning 
theories can be perceived in communicative language 
teaching practices. First of all, it is obvious that 
communicative language teaching rejects the habit 
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formation behaviouristic theory of learning and 
adheres to the cognitive view of learning according to 
which learner's contribution in the language learning 
task is viewed as immensely significant. Thus, instead 
of being a mechanical exercise language learning is 
chiefly viewed as a problem solving activity which 
involves insight-formation, hypothesis-formation, and 
hypothesis-testing. 
Learning a language is a creative process which 
involves trial and error and it is helped or assisted by 
previous knowledge which the learner brings to the 
learning task in the form of mental configurations. 
There are other recent theories of language learning 
processes which are compatible with the 
communicative approach for example-Krashen's 
monitor model (1981) which distinguishes between 
acquisition and learning. According to Krashen, 
acquisition refers to unconscious development of the 
target language system in a natural setting resulting 
from use of language as in real life communication. 
Learning is the conscious representation of 
grammatical knowledge resulting from formal 
instruction and it can not lead to acquisition. All 
language comprehension and production is the 
32 
outcome of acquisition. The learnt system can serve 
only as a "monitor" of the output of the acquired 
system. Krashen and his associates chiefly emphasized 
that language is acquired only through using language 
communicatively when the focus is on meaning rather 
than through practicing language skills when the 
focus is on form. 
Johnson (1984) and Littlewood (1984) also 
present an alternative language learning theory which 
they consider to be compatible with communicative 
language teaching. According to their theory the 
acquisition of communicative competence in a 
language can be described within in a skill-learning 
model because language is a skill which involves both 
a cognitive and a behavioural aspect. The cognitive 
aspect involves the internalization of plans which 
includes learning of grammatical rules, vocabulary and 
rules of social conventions. The behavioural aspect 
involves the automation of these plans, so that they 
can be transformed into fluent performance. This is 
achieved mainly through practice in converting plans 
into performance. Thus, we see that their theory also 
encourages practice as a way of developing 
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communicative skills and to some extent subscribes to 
the behaviouristic principle of habit-formation. 
Theory of Reading: 
Under the influence of audiolingualism the goal of 
teaching reading was chiefly for the purpose of teaching 
grammar and vocabulary or to practice pronunciation. This 
continued till the late 1960s. During the 70s researchers and 
teachers raised their voice for giving greater importance to 
reading comprehension and taking into account a theory of 
reading based on the work done by Goodman (1967, 1985) 
and Smith (1971, 1979, 1982). The research and persuasive 
arguments presented by Goodman and Smith developed into a 
psycholinguistic model of reading. 
This psycholinguistic model in fact rejects the 
traditional bottom-up approach to reading which implies 
considering reading as a process of picking up information 
from the page letter by letter and word by word. It proposes 
that reading is a selective process and good readers do not 
have time to read all the words on a page if they have to read 
rapidly. They bring their own background knowledge to the 
task of reading and then read by predicting information, 
sampling and selecting the text and confirming the prediction. 
Thus, reading was a hypothesis driven activity. Sampling of 
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the text was effective because of the redundancy built into 
natural language. 
Schema Theory: 
The importance of background knowledge in the task of 
reading is supported by schema theory proposed by 
(Anderson and Pearson, 1988; Carrell, 1987 and others). 
Though the theory has its origin in the Gestalt psychology of 
the 1920s and 1950s, its origin in the current sense has been 
attributed to the British psychologists Fredrick Bartlett. 
Several terms have been used to designate abstract 
knowledge and memory structures. However, the most 
common term used for these is schema. Schemata are 
abstract knowledge structures for representing generic 
concepts stored in memory and abstracted by induction from 
experience. It is abstract in the sense that, "it summarizes 
what is known about a variety of cases that differ in many 
particulars" and it is structured in the sense that "it 
represents the relationships among its component parts" 
(Anderson and Pearson, 1988; 42). Rumelhart (1980) calls 
them as, "building blocks of cognition" and, "the fundamental 
elements upon which all information processing depends". 
Schema theory has stressed the role of background knowledge 
in language comprehension which consists of an interaction 
between the resources of the reader and characteristics of the 
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text. Comprehension is efficient when there is a match 
between the two. Interaction between the reader and the text 
shifts along a continuum from reader-based to text-based 
processing. These two types of processing are the same as 
top-down, bottom-up processing of the text. When the text is 
familiar, the emphasis shifts towards reader based 
processing. This results in greater recall of meaning, partly 
because prior knowledge background helps in assimilating the 
information provided in the text. However, when the text is 
unfamiliar, the emphasis shifts towards text-based 
processing. This results in lesser recall of meaning, partly 
because the reader has to create knowledge structures by 
using different strategies such as analogy, metaphors, 
inferences and summarization rules. 
Schemata have been classified into two broad types, 
namely content schema and formal schema. While content 
schema is related to readers' world knowledge or knowledge 
related to the content of the text, a formal schema is defined 
as, "knowledge related to the formal, rhetorical, 
organizational structures or different types of texts (Carrell, 
1987: 461). This knowledge of organizational structures of 
text has also been referred to as "text structure schema which 
includes the readers' knowledge of how authors structure 
their ideas as a narrative or as one of several types of 
36 
exposition, namely comparison, problem/solution, description 
or causation. 
The functions of schema are given below: 
1. A schema is said to provide ideational support for text 
assimilation. 
2. It facilitates selected allocation of attention by providing 
part of the knowledge for comprehension. 
3. A schema enables inferential elaboration, since no text 
is fully explicit and therefore requires the reader's 
efforts to go beyond the literal information. 
4. The fourth function of a schema allows for systematic 
searching of memory by providing a certain perspective 
as to the type of information required. 
5. A schema helps in editing and summarizing the 
information by including the important propositions and 
omitting the trivial one. 
6. A schema helps inferential reconstruction by helping in 
generating hypotheses about the missing information. 
An indirect reference about any aspect may trigger of 
certain relevant details, substantiating the missing 
information. Schemata function as an important 
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knowledge bank for the reader and therefore it is 
important that they are activated and assimilated in 
order to assist in reading process. 
Inspite of the fact that schema theory is not considered 
a very well-defined framework for the mental representation of 
knowledge. It has been an extremely useful notion for 
describing how background knowledge is integrated in 
memory and used in higher level comprehension processess. 
Furthermore implications for schema theory have proved to be 
very useful in enhancing reading instruction. Schema theory 
has provided a strong rationale for both pre-reading activities 
and comprehension strategy training (Carrell, 1985). The 
major implication of this theory is that students need to 
activate their prior knowledge of a topic before they begin to 
read a text. If they do not have sufficient prior knowledge they 
should be provided with at least minimal background 
knowledge from which to interpret the text. 
Bottom-up reading: 
As a reaction to the overemphasis on top-down models 
of reading in second language context there has been a 
reconsideration of the importance of lower level processes in 
reading, that is, recognition of letters, words and syntactic 
processing. Mclaughlin (1990), Eskey (1988), and Segalowitz 
(1992) have all expressed the automatic lower level 
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processing. They claim that less proficient readers remain 
"word-bound" because they are "stuck" on words. Previous 
view on this problem, in keeping with the psycholinguistic 
model of reading suggested that students who were deficient 
in reading were not sampling rapidly enough and were not 
making guesses, afraid to take chances. Recent view however, 
of this learner problem argues that students are word-bound 
precisely because they are not yet efficient in bottom-up 
processing. In other words they do not simply recognize the 
words rapidly and accurately but are only consciously 
attending to the graphic forms. No amount of guessing, which 
many poorer students appear to be good at will overcome this 
deficiency and lead to automatic recognition (Eskey and 
Grabe, 1988). An important issue related to automaticity is 
the recent recognition that knowledge of vocabulary and 
syntax are critical components of reading comprehension. 
From this perspective, it is believed that below a particular 
language proficiency threshold, comprehension processes are 
not used as effectively in L2 by students as in their Li. Thus, 
linguistic competence or grammatical competence is seen to 
play a critical role in reading proficiency. One possible 
consequence of this view is to see reading fundamentally as a 
language process rather than primarily as a thinking 
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process. Most second language researchers however propose a 
balance between the two (Carrell, 1989a; Eskey, 1986). 
Interactive approach to reading: 
The focus in the recent times is on an interactive 
approach to reading which can imply to two different 
conceptions. Firstly, it can mean the interaction between the 
text and the reader which includes both the top-down and 
bottom-up approaches. The basic concept is that the reader 
constructs or interprets the text partly on the basis of 
knowledge drawn from the text and partly from his/her 
background knowledge. The second meaning of interactive 
approach refers to the interaction of many component skills of 
reading simultaneously which is believed to result in fluent 
reading comprehension. In other words reading is believed to 
involve according to the interactive approach both an 
inventory of lower level automatic identification skills and 
array of higher level comprehension or interpretation skills. 
Components of Reading: 
Recent research (Grabe, 1991) on reading suggests that 
fluent reading should be rapid so that the reader can 
maintain the flow of information at an appropriate pace to 
create links and make inferences which are essential for 
effective comprehension. Secondly, reading is viewed to be 
purposeful or meaningful which provides motivation for 
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reading. Reading is also interactive in the sense that the 
reader makes use of information from his/her background 
knowledge as well as information from the printed text. It is 
also interactive in the sense that many skills work together 
concomitantly in the process. Another important feature of 
reading is that comprehension is an essential process in 
reading. Furthermore, reading is a flexible process which 
involves the employment of a range of strategies such as 
predicting, guessing, scanning, skimming etc. 
On the basis of Grabe also recent research subdivides 
reading into at least six general components: 
1. Automatic recognition skills 
2. Vocabulary and structural knowledge 
3. Discourse structure knowledge 
4. Content/world knowledge 
5. Skills and strategies 
6. Metacognitive knowledge and skills. 
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SECTION - II 
2. Course Design in CLT: 
The most important development in recent course design 
seems to be the element of needs analysis. As Yalden (1987) 
says, "setting up a new course implies a skillful blending of 
what is already known about language teaching and learning 
with what the group of learners inevitably bring to the 
classroom: their own needs, wants, attitudes, knowledge of 
the world, and so on" (1987:3). In the past, most teachers 
depended heavily on text books containing grammatically 
graded materials. These books provided guidelines for the 
teacher about presenting the structures of the target language 
through drills and exercises based on behaviorist ideology. 
However in Communicative Language Teaching the aim of 
teaching is to help the learner acquire the ability to use a 
second language in real life, these courses can not rise to the 
occasion and fulfill the demands of the learning/teaching 
goals. 
The course designers' task has been expanded and 
modified because of changes in the theory of language and 
language learning. It is also important in the present day 
social setup to consider who wants to learn which language 
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and for what purpose. This brings us to the consideration of 
needs analysis. 
Needs Analysis: 
According to Yalden, a needs survey has to be 
conducted before course design frameworks are prepaid. First 
of all a general needs analysis about the characteristics of 
learners and about their language needs is taken into 
account. This will be followed by a second level needs survey 
including the following three categories: 
1. General background information as well as information 
about educational level, previous language learning 
experiences, and current proficiency in the target 
language. 
2. Language needs which specify the overall purpose for 
the course about, whether it is job specific, general 
education or for daily life. At this stage it is desirable to 
break down and specify topics and language skills 
according to different situations of use. 
3. Learning styles and preferences: It is desirable that 
course designers and teachers do not believe in 
imposing a standard approach to learning because 
different learners learn better through their individual 
styles and strategies. 
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So, according to Yalden with the advent of more complex 
theories of language and language learning, as well as a 
recognition of the diversity of learners' needs, wants and 
aspirations, the concept of the syllabus for second language 
teaching has taken on a new importance and has become 
more elaborate. As a result, it has been examined at length, 
particularly in the context of English for specific purposes 
programmes, but also more and more in general planning for 
language teaching. It thus replaces the concept of method. 
The syllabus is now seen as an instrument by which the 
teacher, with the help of the syllabus designer, can achieve a 
certain coincidence between the needs and aims of the 
learner, and the activities that will take place in the 
classroom (Yalden, 1987: p.89). 
Organizing Principles: 
The syllabus should be a statement about content and 
only at a later stage of development a statement about 
methodology and materials to be employed in a particular 
teaching context. The need for efficiency demands the need 
for organization of content but it may also affect the 
organization of materials. 
As Yalden reports, in view of the consideration of 
sociolinguistic and discourse competence as components of 
second language proficiency. There has been a lot of debate 
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regarding how to identify types of meaning and thus the 
components of comunicative competence. This has in turn 
resulted in a concern over which elements of language which 
can be taught systematically and which otherwise; what can 
be approached in a linear fashion and what cyclically 
(Johnson, 1980). 
Taking into account the present stage of linguistic 
theory Yalden proposes three options as organizing principles 
for a language syllabus. These are: 
1. how language is learned (via conscious strategies), 
2. how language is acquired (only via sub-conscious 
processes), and 
3. how language is used. 
If learning is viewed as the first option then organization 
of the syllabus will be based on structural code. This 
concept derives from the notion that structure is the only 
aspect or component of language that can be taught 
systematically and it implies therefore that it should form 
the "backbone of instruction". 
If acquisition is taken as the organizing principle then 
the linguistic content of the syllabus need not be strictly 
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organized. Instead, the proper environment for the natural 
growth of the target language should be provided but no strict 
linguistic criteria need to be applied in selection and 
gradation. Psycholinguistic and motivational considerations 
are important here and one of the axioms of this theory is 
that language development occurs in a series of stages and 
classroom activities may be graded according to these stages 
(Terrell 1977, 1982; Krashen 1982). 
If one prefers the third option, that is considering 
course design on the basis of how language is used in 
different situations, no particular organizing principle 
emerges, and one may take different things on different 
occasions as starting points. Yet whatever aspect of language 
is chosen, the others must also receive attention. With the 
focus on the "use" aspect of language this third type of 
organization reflected in functional syllabus is favoured by 
Yalden. 
The Ideal Communicative Language Teaching Syllabus 
In his succinct and balanced discussion of current 
trends in second language curriculum design, Allen (1983) 
mentions three approaches to curriculum design 
1. Structural Analytic: This syllabus has focus on grammar 
and other formal features of language, and employs 
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controlled grammatical teaching techniques and form 
focussed practice. 
2. Functional Analytic: This syllabus type has focus on 
discourse features of language and employs controlled 
communicative teaching techniques and meaning-focussed 
practice. 
3. Non-Analytic, Experiential: This syllabus type has focus 
on the natural and unanalyzed use of language which 
employs fully communicative and experiential teaching 
techniques and meaning-focussed practice. 
By the term analytic, Allen means the types of syllabus which 
break language data into discrete elements. So, while the 
structural and functional syllabuses present language input 
to the learner in the form of separate broken-down elements, 
in the experiential "natural growth" approach to 
communicative language teaching the data is not broken 
down analytically by the course designers or the teacher but 
is presented as whole chunk in the expectation that the 
students will discover the rules of language without formal 
instruction, as children do when they are learning their 
mother tongue. 
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The structural analytic syllabus was employed in the 
Audiolingual Method which was based on the hypothesis that 
an ability to communicate in L2 depends on having at least 
some prior knowledge of grammar, vocabulary and rules of 
pronunciation. An important feature of this type of approach 
is that all teaching materials are based on a grammatical 
inventory or syllabus which determines the order in which the 
structural and lexical items will be presented to the student. 
The syllabus is graded in terms of difficulty and also 
controlled strictly. This method is based on the concept of 
controlled cumulative progression. The underlying 
assumption is that it is possible to break language down into 
an inventory of grammatical features which can be learned 
one by one in such a way that they will ultimately build up 
into a complete system of usable meaningful language. As 
Allen remarks, "from one point of view, the use of a 
grammatical syllabus places undesirable constraints on the 
development of spontaneous language use; from another 
point of view such a syllabus provides an elements of 
guidance. 
Recently, ALM has been much criticized for its apparent 
failure to recognize that learners need to be taught not only 
the formal properties of sentences or "usage", but also the 
rules of communicative language "use". However, in the words 
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of Allen, the designers of the best audio lingual materials 
were fully aware of the fact that at the end of pattern practice 
students would not necessarily be ready to speak 
spontaneously. Although at this stage they may have the 
patterns ready as a set of habitual responses, Most learners 
still need practice in using the pattern in acts of meaningful 
communication. He further says, that "pattern practice in 
itself is not intended to be communicative, but rather to 
establish the bases for communication at later stage." 
Thus, Allen criticizes a ''whole sale dismissal" of the 
structural syllabus and says that grammatical, discourse and 
sociolinguistic competence are complementary and students 
must develop an increasingly rich linguisticcompetence in 
order to carry out the complex communicative tasks that we 
require of them. 
Functional-Analytic Syllabus: 
The functional analytic approach to syllabus design is 
reflected through different types of functional-notional 
syllabuses. Whereas in the structural analytic approach the 
process was to select and arrange the learning items 
structurally, and then to devise a means of presenting them 
in contexts in a functional notional curriculum, this process 
is reversed. Here, first the situations in which the target 
language is to be used are defined, then the concepts and 
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functions which the speaker is most likely to employ in these 
contexts are identified. Finally, the grammatical, lexical and 
phonological elements which are typically used by native 
speakers to express such notions and functions are specified. 
So, there is a shift of emphasis from language form to 
language functions. As there is no one-to-one correspondence 
between language forms and language functions, the resulting 
materials are "functionally coherent" but "grammatically 
diversified". From the communicative point of view this is 
regarded as appropriate, since "what people want to do 
through language is more important than the mastery of 
language as an unapplied system" (Wilkins 1976: 42). 
An advantage of this approach is that it requires course 
designers to focus on communication in context as the 
primary goal. Previously, structural syllabuses concentrated 
on establishing a repertoire of grammatical patterns which 
the learner would hopefully be able to utilize in the widest 
possible range of circumstances. A functional-analytic 
syllabus on the other hand is organized in terms of the 
purposes for which people are learning language. 
This syllabus type is criticized on two grounds. First, it 
is said that it lacks in systematicity. Another criticism is that 
it is "a mere" relabelling of the old grammatical categories of 
the structural syllabus. Allen says that if we clearly 
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distinguish between syllabus design and classroom 
methodology, then this apparent contradiction can be 
resolved. Syllabus design is the level at which we define the 
objectives of the teaching programme. This involves compiling 
inventories of items to be taught and establishing basic 
principles of selection and gradation. Methodology on the 
other hand, is the level at which we create texts, games, 
exercises, simulations and other activities within which 
teaching and learning takes place. Allen argues that 
structural and functional syllabuses may have a great deal in 
common at the syllabus design level, but they have 
significantly different approaches at the level of methodology. 
For example, in an audiolingual course the main purpose of 
dialogues was to provide the examples of vocabulary and 
sentence patterns. Thus consolidating the students formal 
linguistic knowledge. In communicative materials we find that 
students are asked questions which make them think 
carefully about contextual appropriacy of the language being 
used and they are helped in building up dialogues step by 
step, progressing through sequences of speech acts and 
simple exchanges to complete conversational interaction. In 
other words the emphasis is no longer on the reinforcement of 
formal aspects of language but on a development of 
communicative proficiency in the given context. 
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Experiential Approach: 
The aim of the structural approach is to provide a 
systematic grammatical foundation as a prerequisite for 
communication and that of the functional approach is to 
orientate the curriculum towards communicative language 
use without abandoning the principles of simplification, 
guidance and explanation . In contrast to these, the non-
analytic experiential approach to syllabus design aims to 
provide naturalistic learner-centered practice without any 
detailed specification or planning of the linguistic items to be 
learned. This approach is based on the communication 
interaction hypothesis according to which j^one learns how to 
do communication, one learns how to interact verbally, and 
out of this interaction syntactic structures are developed" 
(Hatch, 1978: 404). This approach is based on one or more of 
the following principles: 
1. The natural way to learn La is to imitate 
spontaneous language behaviour of native 
speakers. 
2. Learning is a process of interaction and 
negotiation. 
3. Since the purpose of language is to communicate 
learning will be more effective if the learner's focus 
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is on the message being conveyed rather than the 
form of the language. 
4. The organizing principle for the experiential 
curriculum is in terms of tasks or problems 
designed to engaged in students' abilities in an 
integrated and realistic way. 
In brief the experiential curriculum aims to encourage 
the use of language that is naturalistic, interactive, message-
oriented and problem-based. The natural syllabus (Krashen 
and Terrell, 1983) and the process syllabus (Breen and 
Candlin, 1980) and the task-based syllabus advocated by 
Johnson and Brumfit and employed by Prabhu (1983) in his. 
Bangalore project are variants of the experiential approach to 
curriculum design. As already mentioned earlier, the natural 
approach is based explicitly on Krashen's monitor model, 
according to which form-focussed activities are of minimal 
benefit to the learner, since conscious "learning" can not be 
converted into the central process of unconscious 
"acquisition" which is responsible for all real comprehension 
and production of language (Krashen, 1982). In this approach 
the teacher provides comprehensible input by maintaining a 
constant flow of speech closely associated with the classroom 
situation. The teacher uses only the target language; errors 
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are not corrected unless communication is seriously 
hampered. Classroom activities center on topics on genuine 
personal interest to the students; the study of formal 
grammar is limited to homework and written exercises and 
speech is allowed to emerge naturally rather than being 
forced by the teacher. 
Allen mentions a discrepancy in Krashen and Terrell's 
natural approach (1983) by saying that a close reading of 
Krashen and Terrell shows that it is difficult to avoid 
conscious learning. At one point they admit that students 
need knowledge of grammar and vocabulary in order to 
communicate; therefore, "we want to plan for both acquisition 
opportunities and for learning, possibilities where 
appropriate". They also admit that twenty percent of class 
time should be devoted to, "learning activities". In other 
words they acknowledge, the importance of form focussed 
instruction in antacit manner. 
Process Syllabus: 
According to Breen and candlin (1980) the proponents of 
the process syllabus, learning a second language is 
essentially a matter of learning how to communicate as a 
member of a particular socio-cultural group and the 
conventions thereof. Within this framework, the learnert are 
encouraged to be responsible for their own learning and to 
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share that responsibility with one another and with the 
teacher, working together as interdependent participants in a 
cooperative milieu. The teachers' role is that of a counsellor, 
resource person and guide. Process materials are problem -
solving in nature, differentiated to allow for a range of 
abilities, personalities and learning styles. Breen and Candlin 
criticized the traditional approaches to syllabus design in that 
they overemphasize the content material which is analyzed 
prior to the teaching learning process and often acts as a 
constraint on the learning teaching process. The process 
syllabus is a suitable alternative because it places less 
emphasis on prior specification of curriculum content and 
more emphasis on the development of a methodology of 
classroom interaction. This does not necessarily mean a 
rejection of traditional concerns about selection and gradation 
but a significant shift of emphasis leading to a priority of 
classroom process over syllabus content. 
Task-based syllabus: 
This type of experiential syllabus has been mentioned 
earlier in the discussion of Yalden's classifications of syllabus 
types. Their approach is based on the hypothesis that 
language is learned best when attention is focussed on 
meaning as in real life communication. As in the process 
approach, this type of teaching also does not require any 
organized pre-specified and 
teaching revolves around the performance of task rather than 
language forms required to perform them. The teacher's task 
as in the natural approach h is to provide comprehensible 
input and act as a counsellor and guide. 
Variable focus approach to syllabus design: 
After discussing different types of approaches to 
syllabus design Allen, recommends the variable focus 
syllabus which is independent of any particular curriculum 
position. "The aim of the model is to provide a coherent way of 
thinking about teaching which encourages the use of the 
widest possible range of classroom activities depending on the 
course objectives, the students' interest and abilities and the 
teacher's needs" (Allen, 1983: 86). This is similar to Yalden's 
proportional syllabus which integrates elements of analytic 
and non-analytic, or what Allen calls linguistic or 
nonlinguistic syllabuses. Since language learners do not 
constitute a single homogenous group but manifest an 
immense variety of individual needs and styles. It is also a 
fact that there is no single method or theory which is capable 
of taking into consideration all aspect of language and 
language learning. Various teaching practitioners have 
suggested that the teacher should be allowed to be 
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responsible for making informed and intelligent choices from 
among the large number of competing theories and 
methodologies available. 
In this approach the basic unit of organization is that of 
communicative setting which may be expressed in terms of 
topic, theme or task. When the communicative setting has 
been established learning objectives are specified in terms of 
two related syllabuses linguistic and nonlinguistic. The 
linguistic syllabus includes grammatical categories, 
communicative functions and rules of discourse which will be 
taught over a period of time. On the other hand, the 
nonlinguistic syllabus includes details of conceptual content 
and knowledge of the world required for performing the task, 
a conceptualization of principles of problem solving and 
analyzing different ways of performing the task. 
Allen notes that the three curriculum approaches, that 
is the structural-analytic, the functional-analytic and the 
experiential have many similarities as well as differences. For 
example, a language teaching programme may emphasize the 
systematic learning of vocabulary and grammar and at the 
same time include activities which are oriented towards 
communication. Functional-analytical materials have their 
main focus on guided communicative practice but they can 
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include remedial grammar exercises and at the same time 
cater to activities which require a fully communicative, 
spontaneous use of language. The purpose of experiential, 
problem-solving activities is to focus attention on meaning 
rather than on any specific features of grammar or discourse. 
However, even in this context, there is possibility of providing 
functional and structural practice. 
According to Allen, the variable focus curriculum should 
be viewed as a classroom tool for broadening the 
interpretation of existing curriculum design. Second language 
curriculum should not be regarded as a "prescriptive formula" 
or "straitjacket" but rather as a collection of resources from 
which individuals are free to select in order to implement 
their own teaching programmes. Since, it is found on the 
basis of classroom experience that some students benefit 
more from an analytic, structural approach, while others 
respond more through a naturalistic meaning based 
approach. So, "there is a growing realization that the 
"bandwagon effect" in second language teaching should be 
recognized and guarded against" (Allen, 1983: p.85). 
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SECTION - III 
3. Methodology: 
Materials and Activity Types: 
Littlewood has presented a useful model of activity types 
to be used in the CLT classroom which incorporate form-
focussed instruction as well as meaning focussed 
communicative activities. He believes in providing structural 
practice to the learners before free communicative 
activities.The model classifies classroom activities into two 
broad categories: "pre-communicative" and "communicative". 
Pre-communicative activities: 
Pre-communicative activities are divided into two types 
of activities: structural and quasi-communicative. The teacher 
isolates specific elements of knowledge or language skills 
which constitute communicative ability and provides the 
learners with opportunities to practice them separately. Thus 
learners will be given practice initially in part-skills of 
communication rather than practicing the total skill to be 
acquired. Examples of these activities are different types of 
drills and question-answer practice. Such exercises are 
labelled structural activities. The next stage in pre-
communicative activities is that of Quasi-Communicative 
activities in which links are created between language forms 
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and their potential functional meaning. These activities are 
called quasi-communicative because they take account of 
communicative as well as structural facts about language, as 
contrasted with purely structural activities such as 
mechanical drills. Littlewood remarks that many teachers now 
exclude purely structural practice from their classrooms in 
favour of other types of activities which might appear to be 
communicative. But since we are still not totally aware about 
the basic processes of language learning, it is wiser not to 
state dogmatically what can or cannot contribute to language 
proficiency. According to him structural practice may still be 
a useful tool specially when the teacher wants to focus 
attention directly on an important feature of the structural 
system. 
The distinction between purely structural and quasi-
communicative activities with in the pre-communicative 
category becomes clear while looking at the following 
examples (taken from Littlewood, 1981). 
Structural activities: Here the learners are required to 
produce the correct form of simple past: 
P: John has written the letter. 
R: He wrote it yesterday. 
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P; John has seen the film. 
R: He saw it yesterday. 
Quasi-communicative activities: Littlewood mentions that 
the above example of structural activities can itself be 
modified into quasi-communicative activities by relating the 
structures to their communicative function by using language 
which is more communicatively authentic: 
P: By the way, has John written that letter yet? 
R: Yes, he wrote it yesterday. 
P: Has he seen the film yet? 
R: Yes, he saw it yesterday. 
Communicative Activities: 
The second type of activity is labelled as 
communicative-activities. In Littlewood's model, the 
learners have to use their pre-communicative knowledge and 
skill in an integrated manner. At this stage they are engaged 
in practicing total skill of communication. Here again 
Littlewood distinguishes two sub categories: functional-
communicative activities and social-interaction activities. 
In functional communicative activities, the learners are 
placed in a situation where they must perform a 
communicative task as best as they can. The criterion for 
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success is practical, that is, how effectively the task is 
performed. Examples of such functional activities are 
describing a picture, reading a map, comparing pictures and 
information gap exercises. In social interaction activities the 
learner is expected to go a step further and is encouraged to 
take account of the social context in which communication 
takes place. He/she is required to go beyond what is 
necessary for simply getting the meaning across in order to 
develop greater social acceptability. Initially, this may simply 
mean greater linguistic accuracy; afterwards, however it may 
also mean producing language which is socially appropriate to 
specific context and role relationships. 
Littlewood's Model of classroom activities: 
Structural activities 
Pre-communicative activities / 
Quasi-communicative 
activities 
Functional-communicative 
^^ ^^ ^^ ^ activities 
Communicative activities 
Social interaction activities 
(Littlewood, 1981: 86) 
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Finally, Littlewood makes it clear that there is no clear 
dividing line between the categories and sub-categories in real 
life classroom situations. They only represent a difference of 
emphasis and sequencing of activities can be done according 
to the needs of the student and the teaching situation. He 
remarks that the diagram does not necessarily show the 
temporal setting of such activities within a teaching unit. 
Whenever pre-communicative activities occur, their main goal 
is a subordinate one, that of preparing the learner for later 
communication. Most teachers therefore would be inclined to 
start that teaching unit/lesson with pre-communicative 
activities in which the learners would get practice in language 
forms or forms related to their functions. These activities will 
naturally lead into communicative tasks during which the 
learners will employ the newly learned language forms with 
the teacher monitoring their progress. Thus, they will be 
progressing from "controlled practice" to "creative language 
use." 
This natural sequence, however, can also be reversed 
according to the demand of the situation. The teacher can 
start a teaching unit/lesson with a communicative activity 
such as a role play. It might be the case that this activity 
enables the teacher to diagnose the learners'weaknesses in a 
particular kind of communicative situation and the learners 
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themselves can also become aware of their shortcomings. So, 
on the basis of teachers' diagnosis and may be after 
discussion with the students, the teacher can organize, 
controlled practice of language forms which would lead 
subsequently to a further phase of communicative activity in 
which the learners can apply their new linguistic knowledge 
and skill. 
Littlewood asserts that the main purpose of the 
framework or model of activities is to suggest a way of 
integrating various activities into a coherent methodology, 
irrespective of how these activities are grouped into actual 
lessons or units. The goal of foreign language teaching is to 
extend the range of communicative situation in which the 
learner can perform with focus on meaning without being 
hindered by attention to linuistic form, since in every day 
language use . We normally focus our attention primarily on 
the meaning rather than on the form of the language. So, in 
relation to this goal the roles of two main categories of 
activities are summarized by Littlewood (1981) as follows: 
(1) Pre-communicative activities aim to give the learners 
fluent control over language forms so that the lower 
level processes can unfold automatically in response to 
higher level decisions based on meanings. The activities 
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may emphasize the links between forms and meanings 
(as in quasi-communicative activities), but the main 
criterion for success will be whether the learners can 
produce acceptable language or not. 
|2) In communicative activities, the production of linguistic 
forms becomes subordinate to higher level decisions, 
related to communication of meaning. The learner is 
thus required to increase his/her skill in starting from 
an intended meaning, selecting suitable linguistic form 
from his total repertoire and producing them fluently. 
The criterion for success is whether the meaning is 
conveyed effectively. 
General Language Teaching activities in the classroom 
Richards and Rodgers note that the range of activities compatible 
with the communicative approach is unlimited, provided that such 
exercises help the learners engage in communication and require 
the use of such communicative processes as information sharing, 
negotiation of meaning and interaction. Johnson (1982) lists the 
activities as follows: showing out - of - focus slides which students 
have to identify; providing incomplete plans and diagrams required 
to be completed by asking for information; placing a screen between 
students and asking one of the students to place objects in a certain 
pattern and then communicating this pattern to students behind 
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the screen; jigsaw listening in which students listen to different 
taped materials and then communicate their content to other 
students. Most of these techniques are based on the principle of 
providing information to some and withholding it from others. 
Activities for the teaching of reading: 
As we have seen earlier, recent research suggest that reading is an 
interactive process in which what the learner brings to the reading 
text is as important as what the text brings to the leaner. This 
implies the importance of activating student's background 
knowledge through pre-reading activities and instruction of 
strategies of reading such as predicting, guessing, skimming, 
scanning, monitoring and evaluating. In the well known book 
Developing Reading Skills, A Practical Guide to Reading 
Comprehension Exercises, Francoise Grellet (1981) has noted the 
following list of sub - skills within reading on the basis of which 
activities should be provided to the learners: 
- Recognizing the script of a language 
- Deducing the meaning and use of unfamiliar lexical items 
- Understanding explicitly stated information 
- Understanding information when not explicitly stated 
- Understanding conceptual meaning 
- Understanding the communicative value (function of sentences 
and utterances) 
- Understanding relations with in the sentence 
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- Understanding relations between the parts of a text through lexical 
cohesion devices 
- Understanding cohesion between parts of a text through 
grammatical cohesion devices 
- Interpreting text by going outside it 
- Recognizing indicators in discourse 
- Identifying the main point or important information in a piece of 
discourse 
- Distinguishing the main idea from supporting details 
- Extracting salient points to summarize (the text, an idea etc.) 
- Selective extraction of relevant points from a text 
- Basic reference skills 
- Skimming 
- Scanning to locate specifically required information 
- Transcoding information to diagrammatic display 
The basic considerations listed by Grellet (1981) for designing 
reading exercises are the following: 
(1) Understanding discourse structure 
If reading is to be efficient, the structure of longer units such as the 
paragraph or the whole text must be understood. In the past, 
materials and exercises concentrated on the sentence, assuming 
that a text was the succession of separate sentences. But this only 
leads to make the student dependent on understanding each and 
every single sentence in a text even when this is not necessary, and 
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thus retarding their speed. So it is important that one should start 
with global understanding and move towards detailed 
understanding later. Before reading the text in detail the students 
should be encouraged to gather the overall meaning of the text, its 
function and aim, rather than working on vocabulary or more 
specific ideas. This approach is an efficient way of building up 
student's confidence and also of creating and awareness of the way 
texts are organized. It also helps in encouraging them to make 
guesses. Since reading is a constant process of guessing, from the 
very beginning they should be taught to use what they know, in 
order to understand unknown elements. 
(2) Authentic text 
Secondly, Grellet remarks that it is important to use authentic texts 
whenever possible. Getting the students used to reading authentic 
texts from the start does not necessarily mean a much more difficult 
task on their part. The difficulty of a reading exercise depends on. 
the activity which is required of the students rather than on the text 
itself. In other words, one should grade exercises rather than texts. 
He also advocates the use of authentic text saying, that "simplifying" 
a text often results in making it more difficult, because the system 
of references, repetition and redundancy built in natural language is 
often removed or significantly changed. 
(3) A multi - skill approach 
Reading comprehension should not be separated from other skills 
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because in real life communication, usually reading is associated 
with speaking, listening and writing. It is therefore important to link 
the different skills through reading activities. For example, reading a 
passage and then preparing a written summary or reading an article 
and comparing it with an audio news - bulletin; or engaging in 
discussions and debates on the basis of read material 
(4) Reading, an active skill 
It has already been noted that reading constantly involves guessing, 
predicting, checking and asking oneself questions. This should be 
taken into account when devising reading comprehension exercises. 
This implies that exercises should be designed to enhance these 
strategies. For example, asking questions which encourage students 
to anticipate the theme of a passage from its title and illustrations 
or the end of a story from the preceding paragraphs. There should 
also be exercises which require the student's power of judgment and 
appreciation. A second aspect of reading as an active skill is its 
communicative function. It implies that exercises must be 
meaningful and be related as far as possible to what one is expected 
to do with a particular type of text in real life contexts. For example, 
after reading a letter, the students might be asked to write a reply. 
(5) Flexible and Varied activities 
Activities should be flexible and varied and ought to be related to 
student's needs and interest as well as the constraints of the 
teaching situation. 
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Exercise types for reading: 
Grellet (1981) has classified reading comprehension exercises in 
four categories in his book Developing Reading Skills: reading 
techniques, how the aim is conveyed, understanding meaning and 
assessing the text. In section-I of the book in the category of 
Reading techniques, one finds exercises on sensitizing, improving 
reading speed and exercises on predicting, skimming and scanning. 
In the sensitizing group one of the exercises requires the students to 
deduce the meaning of unfamiliar words through contextual clues 
(p. 32, ex. 5). Thus, the students are encouraged to guess the 
meanings of the words instead of depending on the dictionary in 
their reading. They are also made aware by another exercise of the 
relations between parts of a text through lexical cohesion devices of 
synonymy and antonymy. After reading the given passage the 
students are asked to find the synonyms and antonyms of the given 
words (p.lS*?, ex. 3, see Appendix I). Another exercise in the 
sensitizing group requires the students to infer the meaning of 
unfamiliar words by asking them to do a close exercise in their Li 
before doing it in English (p. 35, ex. 8). The skill involved in this 
exercise is deducing the meaning of unfamiliar lexical items through 
contextual clues. One also notes the employment of Li as a teaching 
technique which was prohibited in earlier methodologies. Some 
other exercises in this section give practice in the skills of skimming 
and scanning. For example, in one of the exercises the students are 
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required to use a newspaper index in order to locate specific 
information. Another the exercise (p. 59, ex. 2) requires the students 
to survey a book by reading the text on the back cover, the preface 
and the table of contents (p. 1 ex. 3, see Appendix I). There are 
exercises to create motivation in the students in the form of quiz 
and interpretation of pictures as warming up activities. Exercises on 
linking devices are also provided (p. 48, ex. 2). 
He advocates that the handling of the reading text should begin with 
a global approach encouraging the students to understand the aim 
and function of the text because it is impossible to understand the 
text if one is not aware of its functions. One of the exercises in this 
second section has a number of texts, for example an invitation, an 
advertisement, instructions, notice and so on and the students are 
required to find out the function which the text aims to perform (p. 
ex. 1.1, see Appendix I). Another exercise in this group 
provides a dialogue and asks the students to find the 
communicative value of sentences and utterances within the text (p. 
91, ex. 1.2). Yet another exercise in this category presents a 
passage in order to consider its structure and coherence (p. 1^3) ^x. 
2, see Appendix I). The students are required to understand 
relations between the parts of the text and find out which sentence 
is out of place in the paragraph. This will oblige them to consider 
the topic of the passage and to find out (a) whether all sentences 
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relate to this topic, and (b) whether the sentences follow each other 
naturally and logically. 
The third section in Grellet's book on understanding meaning 
requiring students to provide both linguistic and non-linguistic 
responses. For example, in one of the exercises the students are 
helped to understand the main information of the text through the 
help of the corresponding diagram (p. 112, ex. 3). There are many 
examples in this section of authentic texts being used along with 
their pictures, diagrams and orthographic styles. In some of the 
exercises the students are required to transfer information given in 
the passage into tables and sometimes they are also required to 
transcode information in diagrammatic form. This section also 
contains exercises on note - taking (p. 168, ex. 5). 
The last section aims to give the students practice in critical 
reading and requires them to understand the tone, style, attitude 
and intention of the author. The students are required to 
discriminate between facts and opinions in some of the exercises in 
this section. Obviously this section aims to develop higher level 
reading skills in the students and recognize slanted writing (p. 
ex. 2, see Appendix 1). Grellet's book is largely representive of CLT 
practices in current reading pedagogy. It is noticeable however, that 
he does not allow adequate space to structural elements of language 
in his exercises. Though, there are reading exercise books which are 
based on the belief according to Littlewood's model that structural 
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practice is also important. For example, Glendinning and 
Holmstrom's Study Reading has separate section on the teaching of 
grammar in each unit. 
Materials 
A wide variety of materials are used in communicative language 
teaching which views materials as a way of influencing the quality of 
classroom interaction and language use. The primary role of these 
materials is to promote communicative language use. Richards and 
Rodgers classify CLT materials in three categories: Text-based, 
Task-based and Realia 
(1) Teict - based material: There is a large number of text books 
designed to support communicative language teaching. The 
selection and grading in these text books is not similar to that found 
in structurally organized text books, though some of these are 
largely based on a structural syllabus with slight modification. 
Other text books are entirely different from previous language 
teaching texts. For example Morrow and Johnson's Communicate 
(1979) uses visual cues, taped cues, pictures and sentence 
fragments to start conversation instead of the usual dialogues, drills 
or sentence patterns used in structural text books. Another book 
Pairwork (1981) by Watcyn - Jones consist of two different texts for 
pair work, each containing different information needed to enact 
role plays and engage in pair activities. Another text book Study 
Reading by Glendinning and Holmstrom (1992) which is a course in 
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reading skills for academic purposes claims to be different from 
other reading text books in the following aspects: 
(1) The reading point is to give the reader insight into his/her 
existing strategies and encouraging students to question their 
approach with the aim of refining their strategies. Only when the 
student has had time to think about reading in this way, direct 
advice is provided for improving reading efficiency. 
(ii) Study reading recognizes that reading can become dull if it is 
seen as a passive activity. Therefore a variety of problem solving 
tasks are provided to motivate students think about reading as well 
as a range of information and opinion sharing activities. 
(iii) The passages are appropriate to the needs of students and have 
been taken from a variety of text books, journals, reference works 
and study guides. This implies the emphasis on giving students 
exposure to authentic materials. 
(iv) The authors acknowledge the influence of Goodman's view of 
reading as a psycho-linguistic guessing game. Without subscribing 
to schema theory they also accept the importance of background 
knowledge in reading and have attempted to activate it a variety of 
techniques, however bottom - up activities are not neglected and 
help is provided to the students with features of discourse and 
grammar. 
(2) Task - based materials: A variety of games, role plays, 
simulations and task - based communication activities are also 
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employed in CLT classes. These are in the form of exercise hand 
book, Cue cards activity cards, pair - communication practice 
materials, and students interaction practice booklets. In pair -
communication materials, usually there are two sets of materials for 
a pair of students, each containing different kinds of information. 
(3) Realia: Authentic and real life materials are strongly advocated 
in CLT. These might include language based realia such as science, 
magazines, advertisement, newspaper articles or graphic and visual 
sources around which communicative activities can be built such as 
maps, pictures, symbols, graphs, charts and even other kinds of 
objects. 
Authentic texts 
The authentic texts are widely advocated and employed in CLT 
readings but there are language teaching practitioners who have 
raised their voices against it. For example, Eddie Williams 
(1983:171) says, there appears to be no sustained argument as to 
why authentic texts are to be preferred in language learning. It may 
however be derived from the idea of relevance to learners' needs, in 
that learners may eventually have to operate in situations where, 'no 
account will be taken of their linguistic level' (quoted from Morrow, 
1979). Some of the theorists emphasize the use of authentic 
material on the premise that it is impossible to recreate ordinary 
spoken communication in the classroom. Though it is easy to 
provide examples of ordinary written communication. 
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However Williams feels that instead of helping the reader to read for 
the meaning of the message and authentic text which is usually too 
difficult for the learner forces the reader to focus upon the language 
form. Practical considerations must lead to compromise here; and in 
some cases selective and sensitive simplification may be required. 
The procedure of using simple original authentic texts on the other 
hand amounts to covert simplification by selection, which appears 
to be in conflict with CLT principles. Grellet's argument in this 
context seems to be pertinent when he says that the difficulty of a 
reading text depends on the activity which is required of the student 
rather than on the text itself. To sum up the best approach in this 
regard seems to be a via media through which students are exposed 
to both simplified and authentic materials. 
Looking in retrospect at the current reading pedagogy, one can 
easily perceive a trend towards eclecticism. As far as course design 
is concerned, we have already considered Allen's views regarding a 
balanced and integrative approach towards curriculum design in 
which the structural, the functional as well as the experiential 
syllabuses, all have a place. Among activity types too, Littlewood's 
model presents an integrative approach in which structural, 
functional and fullfledged communicative activities all have a role. 
CHAPTER - 3 
CLASSROOM OBSERVATION 
This chapter gives the description of the observation of thirty 
classes of the undergraduate level carried out over a period of one 
and a half months. Ten teachers were observed and three 
continuous classes of every teacher were taken up for study. The 
focus of the study was to see how much the teaching of reading at 
the undergraduate level at AMU conforms to CLT principles. 
Methodology 
Purpose and Significance of the Study: 
The purpose of the study was to understand the teaching of 
reading at AMU at the undergraduate level with reference to CLT 
principles. 
Subjects: The subjects consisted of various classes of the 
undergraduate level, that is BA 1st, Ilnd and Illrd year. Engineering 
1st year and class XI and Xll. Their age group was approximately 
seventeen - twenty one and most of them had Hindi/Urdu Li 
background. 
Instruments: The instrument employed to observe the classes 
was an observation schedule (p. see Appendix - I ) based on 
Communicative Orientation of Language Teaching (COLT) proposed 
by Frohlich, Spada and Allen (1985: 53-6). It also derives ideas 
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from the schedule proposed by Moskowitz, (1971: 213). This 
schedule can be broadly divided into three parts: 
Part one describes actual classroom teaching in detail. It takes into 
account the objectives of teaching, materials used in the class, pre-
teaching and main-teaching activities. The second part is 
interaction analysis which takes into account the different aspects 
of the on-going classroom interaction, the role of learners and 
teachers and the affective aspects of teaching. The third part 
attempts to examine the pedagogic principles underlying the 
observed classroom teaching and interaction. 
Procedure: As already mentioned, ten teachers were chosen for 
study and three classes of every teacher were studied continuously 
so that the full treatment of a lesson could be viewed. In agreement 
with a teacher, the researcher sat at the back of the class and 
observed the teaching according to the prepared schedule. No tape 
recording was used but the researcher noted different aspects of 
teaching as the classroom teaching went on according to points 
specified in the schedule. The data gathered in this way is obviously 
qualitative and interpretive. Thus, a qualitative analysis of the 
teaching of every individual teacher was carried out on the basis of 
three classes studied. 
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Classroom Observation: Teacher A 
(I) Classroom Teaching 
(Class: Engineering 1st year, number of students: 30) 
Objectives: The main objective of teaching was reading 
comprehension. Though writing and speaking skills were also given 
some attention. For example, the students were asked to 
summarize the lesson in writing^ and question and answer of 
comprehension questions was taken up orally. Pronunciation was 
also attended to, to some extent. 
Materials: (see Appendix II, p. I7I) 
The title of the lesson was Efficiency in Engineering Operations, an 
expository type of ESP text taken from the text book A Course in 
Basic Scientific English. The main idea of the passage is how 
engineering deals with optimum conversion which is achieved by 
using efficient methods, devices and man power at low cost. The 
passage conveys the idea that the successful engineer is always 
trying to change things for the better. The style of the passage is 
objective and formal and it contained a number of technical words. 
Sentence structure was usually complex and there did not appear 
to be a strict selection in terms of vocabulary and structure in the 
choice of the text. 
Pre-teaching and Main-teaching: 
Usually the teacher started teaching the text immediately without 
any pre-teaching activities. The main-teaching started with the 
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teacher asking the students to read the text silently, after which 
she herself read the passage loudly, explaining difficult word 
meanings and sentence meanings in the process. She also 
encouraged the students to find out the meanings of words and 
sentences themselves and explanation went on simultaneously with 
questions and answers. Mother tongue was not used either by the 
teacher or the students. The teacher did not use the blackboard 
through out the class. Errors were corrected immediately whenever 
they occurred. The teacher encouraged the development of different 
reading strategies. For example first of all, she asked the students 
to guess the meaning of the title. She also asked what the bracket 
suggested in the title of the lesson. Students were also asked 
questions on the style and structure of the text. Some of the 
questions asked in the class during the on-going teaching and 
explanation were as follows: 
1) What is optimizing? 
2) "Efficiency costs money^. Can you explain this? 
3) What do the brackets suggests in the title of the lesson? 
4) "Safety adds complexity". Can you explain this? 
5) What kind of style and structure are used in the text? 
In the second class the text given to the students was 
Preventative Sociology which was also an expository, ESP text 
taken from A Course in Basic Scientific English. The main idea of 
this text was that these days sociologists are trying to draw 
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attention to some of the undesirable side effects of social 
developments which are otherwise widely considered to be 
desirable. For example, traffic congestion is an inevitable result 
of economic development and increase in the divorce rate is a 
function of economic independence of women. The style of the 
passage was formal. Sentence structure was complex the 
vocabulary was fairly difficult for the student level and the 
selection was flexible. 
As in the previous class, no pre-teaching was done and the 
teacher immediately asked the students to read the text silently. 
After silent reading by the students, she started reading the text 
loudly and explaining difficult words and sentences while 
encouraging students to come up with correct answers 
themselves. Whenever an error occurred, she corrected it 
immediately. Sometimes she also asked other students to 
correct their fellow students. As in the previous class, the black 
board was not used and mother tongue was not employed. 
The teacher helped the development of reading strategies by 
asking the students to engage in guessing and predicting the 
meanings of words and sentences. Sometimes she asked the 
students to scan for specific information. Some of the questions 
asked in the class were as follows: 
1) What is sociology? 
2) "Traffic is therefore a function of activities"? Explain: 
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3) What do you mean by delinquency? 
4) Who are sociologists? 
5) Who was Charles Booth? 
In the third class again^the main objective of teaching was the 
teaching of reading comprehension. The passage taken was Anti-
microbial substances from seeds from the same ESP book, A Course 
in Basic Scientific English mentioned above. The text started with 
hypothesizing an idea and ended with instructions for experiments. 
The main idea is that a number of antibiotics are derived from 
plants, but most of the work with plants is concerned with the 
leaves, stems, roots, fruit or bark. Research shows that seeds also 
may be a good source of anti-microbial sunstones. Then the 
passage suggests an approach to conduct experiment with seeds 
and also ends with precautions and mention of equipment with 
regard to experiment. 
The style of the passage was formal. The vocabulary technical, 
the syntax structure complex and the selection flexible. As in the 
previous classes, no pre-teaching was done and the class began 
with 15 minutes of silent reading. It was followed by loud reading 
and explanation by the teacher. The explanation was carried out 
with simultaneous question answers. Li was not used and errors 
were corrected then and there. Some of the questions asked by the 
teacher during the explanation were the following: 
1) What do you mean by microbes? 
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2) What is sterlization? 
3) What are solvents? 
As in the earlier classes students were encouraged to develop 
reading strategies. 
(II) Interaction Analysis: Teacher A 
The interaction analysis focusses on the extent and type of 
classroom interaction. Questions and answers formed a major part 
of the teaching during which the teacher asked questions of 
students in a random manner. Most of the students participated in 
this type of interaction, and group work and pair work was also 
encouraged. The activity pursued in the class was mostly oral 
comprehension questions. Some times questions on vocabulary 
were also asked. In terms of explicit focus on language, there was 
emphasis on vocabulary. Functions of language were not taught 
explicitly. Since the passage given involved the functions of 
hypothesizing and instructions, these functions might be learned 
by the students in an implicit manner. There was no focus on 
either discourse or socio-linguistic competence. 
As far as the affective aspects of teaching are concerned, it 
was observed that the teacher taught mostly in a neutral manner, 
but sometimes she encouraged the students by praising their 
response through phrases, such as "all right", "very good" and so 
on. She never criticized the students. Lecturing was avoided and 
teaching was mainly based on questions and answers. Directions 
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and commands were also used frequently. The atmosphere in the 
class was congenial. 
(Ill) Pedagogic Principles: Teacher A 
The classroom teaching of the above mentioned teacher 
reflects an eclectic approach towards the teaching of L2 , which 
includes elements of the audiolingual method with some elements 
of Communicative Language Teaching. The principles of ALM can 
be seen in the following practices: 
1) Students' native language was totally forbidden. 
2) The teacher corrected the errors immediately. 
3) Grammatical explanation was avoided. 
4) Oral skills were emphasized. 
CLT principles are reflected from the following practices: 
1) The teacher asked the students to read silently. 
2) Development of reading strategies was encouraged such as 
skimming, scanning, predicting and guessing. 
3) Pair work and group work was encouraged. 
4) Most of the students participated in the interaction between 
the teacher and the students. 
In conclusion, we can say that the teacher's role was less 
authoritative than one would find in an ALM class and more 
authoritative than what is usually advocated by CLT practitioners. 
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Pre-teaching and Main-teaching: 
There was no pre-teaching. The class started with the teacher 
explaining the first activity to the students about what they were 
required to do, in the target language. The activities were conducted 
orally in the class where the students were not able to give the 
correct meaning of the words, the teacher herself explained them. 
Li was not used either by the teacher or the students and error 
correction was done immediately. The blackboard was used to some 
extent and about one-third of the students participated in the 
activity. 
In the second class of teacher B also, a handout was given to 
the students which required them to understand the meanings of 
the given words from their forms. Before the exercise, the students 
were given a list of Latin or Greek roots used in English as prefixes 
or suffixes. The second activity consisted of a matching exercise in 
which the students had to match the words with their definitions. 
The language of the exercise was informal and the vocabulary was 
common core. 
No pre-teaching was done and the teacher started the class 
directly by explaining the first activity. The examples given in the 
text were read out loudly by the teacher after which the activity was 
carried out orally. Sometimes the teacher asked the students to 
write the correct word on blackboard. If there was an error, it was 
corrected immediately by the teacher. Li was not used either by the 
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teacher or the students. Students were also helped with the 
pronunciation of words specially those with Latin and Greek affixes. 
It was noted however, that out of thirty five students only four or 
five participated in the classroom interaction. 
In the third class again, the main objective of teaching was 
reading skill and the narrow focus was on the learning of prefixes 
and suffixes with the aim of helping the students in accumulating a 
large vocabulary and thus enhancing their reading comprehension. 
The text given was a continuation of materials given in the previous 
two classes. In the two activities provided in this class, the first 
required the students to form as many words as possible with the 
given prefixes and suffixes. 
As in the previous classes, no pre-teaching was done and the 
class started with the explanation of the exercise by the teacher. 
She explained the meanings of prefixes and suffixes with examples 
and then the exercise was carried out orally. Mother tongue was 
not used and error correction was immediate. As far as the use of 
blackboard is concerned, it was observed that the teacher made 
adequate use of blackboard for highlighting the construction of 
different words. Classroom interaction was dominated by only two 
or three students. However, it was observed that the teacher put 
many questions to a weak student in order to encourage him. 
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(II) Interaction Analysis: Teacher B 
There was no reading text provided in this class, the presentation of 
which could be observed. The classroom teaching only consisted of 
a number of activities in all the three classes focussing on the 
teaching of word meanings on the basis of the word form or on the 
basis of context. Most of the time, the teacher asked students to 
answer the questions orally and individually. Pair work and group 
work was not encouraged. The focus was on the form of language, 
that is, vocabulary rather than functions, discourse or socio-
linguistics. There was no lecturing employed. Directions and 
commands constituted an important element of classroom 
teaching. There was neither praise nor encouragement, nor 
criticizing. 
(III) Pedagogic Principles: Teacher B 
Influence of ALM principles are reflected in the fact that there was 
no grammatical explanation and the teacher corrected the errors as 
soon as possible. The classroom teaching was teacher-dominated 
and accuracy was emphasized. On the other hand, some underlying 
CLT principles can be observed in the choice of the material used, 
which encouraged the students to develop the strategy of guessing 
the meanings of the words from context or word form, instead of 
relying on the dictionary of all the time. 
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Classroom Observation: Teacher C 
(I) Classroom Teaching: 
(class: B Com Ilnd year, Compulsory English, number of students: 
25) 
Objectives: The broad objective of teaching was reading 
comprehension and specifically it was the teaching of Linking 
Devices. 
Materials: (see Appendix II, p. 
The text consisted of a number of exercises on linking devices such 
as intra-sentential linkers, inter-sentential linkers and co-
ordinators. In activity 1, the students had to combine the pairs of 
sentences by a suitable subordinator. And in activity 2, they had to 
rewrite the sentences as single sentences using appropriate 
subordinators. They also had to pay attention to commas. The title 
of the lesson was Linking Devices. The style of the text was formal, 
it contained a number of common words and the syntax was fairly 
complex. Sentence structure was simple and selection in terms of 
vocabulary was not strict. 
Pre-teaching and Main-teaching: 
Firstly, the teacher started with a brief revision of the previous 
lecture which was about intra-sentential linkers. She also asked 
some questions; 
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(1) What do you understand by a subordinate clause? Give some 
examples of it? 
(2) What do you mean by coherence? 
The teacher started the main-teaching with intra-sentential 
linkers. She also explained the meaning of beyond the sentence. 
Then she explained the definition of intra-sentential linkers and 
also gave some examples. In punctuation, the teacher explained the 
use of comma to the students. Li was not used either by the 
teacher or the students. The teacher the blackboard for about 15-
20 minutes. In this class, the teacher did not pay much attention 
towards the errors of the students which did not constitute the 
main focus of the lesson. She encouraged the students in using the 
linkers appropriately. Some other questions asked in the class 
during the on-going teaching and explanation were as follows: 
1) What is the function of a sentence? 
2) What is the function of a connector? 
3) "Punctuation is necessary for a text". Why ? 
4) What do you mean by a subordinator? 
In the second class, the teacher again taught coordinators, 
punctuation and correlative conjunctions. The main idea of this 
text was to help the students to understand the definition and 
use of coordinators. Activity 3 was about 
subordinators/conjunctions. The students had to put an 
appropriate subordinator or conjunction in the sentence, while 
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activity 4 was to combine the pairs of sentences as single 
sentences with the help of conjunctions. The style was informal 
and sentence structure was simple. Vocabulary consisted mostly 
of common words. 
In this class, the teacher started the class by asking the 
students whether they had any problem in the previous class or 
not. She also briefly revised earlier teaching by asking about 
coordinators. She explained the use of comma in a sentence. 
She again explained conjunctions, coordinators and the 
difference between using 'but' and Tiowever' and gave some 
examples of these. No use of Li was made by the teacher or the 
students. In this class the blackboard was used to some extent 
by the teacher. The teacher corrected the errors herself 
immediately. She also encouraged the students to come up with 
correct answers and helped the students by asking different 
examples of conjunctions and the different uses of connectors. 
Some of the questions asked in the class were as follows: 
1) What do you understand by a connector and a conjunction? 
2) Why do you use a comma in a sentence? 
3) Give some examples of correlative conjunctions? 
In this third class, the teacher taught the inter-sentential 
linkers. Here the teacher re-explained the term ^beyond the 
sentence', the purposes and functions of connectors and 
conjunctions. Activity 1 had a number of sentences which were 
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not in a logical order. The students had to rewrite the sentences 
in the form of a connected text by providing necessary linkers. 
Activity 2 contained pairs of sentences. The students had to use 
a relative clause in the first sentence, in the second a 
subordinate clause, in the third a conjunction and in the last 
sentence a connector and they also had to choose the version 
which was better. The style used in the activity was informal and 
vocabulary consisted of very common words. 
In this class, there was no pre-teaching. The main teaching 
started with the definition of inter-sentential linkers. The teacher 
read loudly many examples of inter-sentential linkers for about 
20 minutes. The teacher emphasized the definition of a relative 
pronoun. She also explained the use of Vhose' for living objects 
and not for non-living ones. Li was not used by the teacher and 
the students. Errors were corrected when the students 
completed their sentences. Some of the questions asked by the 
teacher apart from the exercises were as follows: 
1) Define the difference between a conjunction and a connector? 
2) "Voting is a privilege". Should we put a comma after voting? 
3) I was suffering from typhoid 
I could not go to Delhi. 
Put a suitable connector . 
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(II) Interaction Analysis: Teacher C 
The explicit focus was on grammar and social functions of language 
were not taught. The focus was on the form of language. There was 
no focus on either discourse or socio-linguistic competence. As far 
as the affective aspects of teaching are concerned, it was observed 
that the teacher taught in a positive manner. She never criticized 
the students. Lecturing was avoided. Directions and commands 
constituted an important element of classroom teaching. 
(III) Pedagogic Principles: Teacher C 
The classroom teaching of the above mentioned teacher reflects an 
eclectic approach which includes some elements of ALM with some 
elements of CLT. The principles of ALM can be seen in the following 
practices. 
1) Students' native language was totally forbidden. 
2) The teacher corrected those errors immediately which were 
the focus of classroom teaching but she was tolerant towards 
other errors in the speech of the students which encouraged 
them to participate in classroom interaction. 
3) Grammatical explanation was avoided. 
4) Repetition and consolidation of elements of language taught 
in the previous class. 
5) Oral skills were emphasized. 
CLT principles are reflected from the following practices. 
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1) Most of the students participated in the interaction 
between the teacher and the students. 
2) Tolerance of errors in language items which were not 
the focus of teaching. 
In conclusion, we can say that the teacher's teaching combined 
principles of ALM, with some principles of CLT, and thus adopted 
an eclectic approach to the teaching of the target language. 
Classroom Observation: Teacher D 
(I) Classroom Teaching: 
(class: BA 1st Year, Compulsory English, number of students: 25) 
Objectives: The broad objective of teaching was reading 
comprehension and specifically, it was about conjunctions. Reading 
skill was emphasized. 
Materials: (see Appendix II, p. l^V) 
The title of the lesson was Finding your way Around a text The text 
consisted of a number of activities on conjunctions and logical 
arrangement of jumbled sentences. The teacher explained the 
importance of English and how the students can enrich their 
vocabulary and at last he explained the definition and some 
examples of conjunctions. Sentence structure of the text was 
simple. 
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Pre-teaching and Main-teaching: 
The teacher D tried to warm-up the students by explaining the 
importance of English and how the students can enrich their 
vocabulary. He also explained the four skills loudly in the class for 
about 15 minutes. He forced the students to communicate in 
English with each other. Later he explained the use of 
conjunctions and gave some examples. Li, was used by the teacher 
to some extent, for example in two sentences: 
1) Linkers are also called connectors. 
2) Can you give some example of conjunctions? 
The teacher used the blackboard for 5-7 minutes. He wrote some 
examples of conjunctions on blackboard. The teacher corrected the 
students' errors, when the students completed thely sentences. He 
also made other students to correct the errors and encouraged the 
students to communicate more in the class through English and in 
their daily life. Some of the questions asked in the class during the 
on-going teaching and explanation were as follows: 
1) What are you doing to enrich your vocabulary? 
2) What are the two major obstacles in understanding a 
speaker? 
3) What do you understand by conjunctions? 
4) Why do you feel pleasure in listening to music? 
5) Write down two words: academy and academic, and 
pronounce them properly? 
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In the second class the teacher taught conjunctions from the 
same chapter. The main idea of the text was explanation of 
conjunctions and the different uses of conjunctions. In activity 3.8, 
the students had to match the sentences with the help of 
conjunctions. The teacher also gave some sentences and the 
students had to match them properly. The style of the teaching was 
informal, and his vocabulary contained simple words. 
In the second class no pre-teaching was employed in the class. The 
teacher started the main teaching by reading the definition of 
conjunction loudly. He gave some examples of conjunctions. After 
that, he also gave some sentences and asked the students to point 
out the conjunction in them. Loud reading was done for about 12 -
15 minutes. Later on he explained the uses of conjunctions to the 
students. The teacher did not use the blackboard and Li was not 
used either by the teacher or by the students. The teacher corrected 
the errors when they completed their sentences and encouraged 
them to remove their shyness and hesitation. Some of the questions 
asked in the class during the on-going teaching and explanation 
were as follows: 
1) How can you improve your communication skills? 
2) a. He tried hard in the exams, 
b. He could not get success. 
Combine these sentences into a single sentence with an appropriate 
conjunction. 
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3) Why do you want to learn English? 
In the third class again, the teacher explained the conjunctions. 
The main objective of teaching was the teaching of reading 
comprehension. In activity 3.9 the teacher asked the students to 
choose from the given conjunctions and use them in their own 
sentences. The style of the text was informal and syntax and 
vocabulary were simple. 
The pre-teaching consisted of the revision of the previous 
class. The main-teaching was started by doing the activity 3.9 
orally in which the students had to tell the functions of 
conjunctions. The teacher explained the uses of conjunctions to the 
students and after that he also read the three examples which were 
given at the end of the sheet. He did not use the blackboard. Li was 
used by the teacher very slightly. 
In this class, the teacher asked other students to correct the 
errors after the students completed their sentences. The questions 
which were asked by the teacher were as follows: 
1) What is coherence? 
2) What is the role of conjunctions in our language? 
3) Make a sentence using the conjunction 'as well as? 
(II) Interaction Analysis: Teacher D 
Use of pre-teaching such as telling the students about the 
importance of English at the beginning of the class was an 
additional positive factor in teacher D's class. Questions and 
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answers formed a major part of the teaching during which the 
teacher asked questions of students in a random manner. Most of 
the students participated in the interaction which took place in the 
class. Group work and pair work was not encouraged. The activity 
pursued in the class was mostly oral comprehension questions, but 
emphasis was given to vocabulary also. Functions of language were 
not taught explicitly and the main focus was on discourse. 
As far as the affective aspects of teaching are concerned, it 
was observed that the teacher taught mostly in a positive and a 
warm manner. He also encouraged them by praising their response 
through phrases such as, "very good", "ok", "please continue", "very 
very good" and "all right". He never criticized the students and 
lecturing was also absent from his class. Directions and commands 
were used frequently such as: 
- Consult the English Pronouncing Dictionary by Daniel 
Jones. 
- Always work systematically. 
- Try to make your sentences carefully. 
- Keep in mind the functions of conjunctions while making 
the sentences. 
- Don't look into the text, close your sheets. 
- Do come with your diaries in the class. 
- Don't feel shy in the class. 
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(III) Pedagogic Principles: Teacher D 
The classroom teaching of the above mentioned teacher includes 
the elements of the audiolingual method with some elements of 
CLT also. A few elements of the GT method were also present: 
1) Vocabulary was emphasized to some extent. The teacher 
encouraged the students to enter words in their diaries. 
2) Grammatical explanation was used sometimes. 
Principles of ALM can be seen in the following practices: 
1) The teacher corrected the errors immediately. 
2) Oral skills were emphasized. 
CLT principles are reflected from the following practices: 
1) Most of the students participated in the interaction between 
the teacher and the students. 
2) The teacher forced the students to communicate more and 
more in daily life. 
3) Mother tongue was used judiciously. 
In conclusion, we can say that the teacher's role was very positive 
and this class was based on CLT principles to a large extent. 
Classroom Observation: Teacher E 
(I) Classroom teaching: 
(class: BA 1st Year, Compulsory English, number of students: 30) 
Objectives: The main objective of teaching was reading 
comprehension. The specific focus was on linkers and sentence 
organization in a text. Speaking skill was also given some attention. 
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Materials: (see Appendix II, p. l^h) 
The title of the lesson was Finding your way Around a text. It aimed 
to show how the pronouns are used in English. In activity 3.2 the 
students were required to read the given paragraph and write in the 
column on the right what the words in italics referred to. Activity 
3.3 was similar, which again involved finding out what the 
underlined pronouns in the given paragraph referred to. Activity 3.4 
was based on sequence of words such as first, then, and next. The 
students were asked to underline the sequence of words in a 
passage describing the process of making tea. Activities 3.5 and 3.6 
required the students to organize jumbled sentences in a proper 
order. 
Pre-teaching and Main-teaching: 
The teacher asked the students whether they had revised their 
previous chapter or not. After that the main-teaching started by 
reading out the title Finding your way Around a text. The teacher 
explained the use of pronouns in the sentences. He also read the 
examples loudly in the class for about 3-5 minutes. After reading 
loudly, the teacher explained the definition of conjunction and the 
difference of using 'it' and 'this'. Li was not used either by the 
teacher or the students. The teacher did not use the blackboard 
throughout the class. He interrupted the students immediately 
when they committed errors before completing their sentences and 
mostly he himself corrected the errors. Sometimes, he also made 
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the other students to correct errors of their peers. Some of the 
questions asked in the class during the on-going teaching and 
explanation were as follows: 
1) "Finding your way Around a text." What does this title 
suggest? 
2) What do you mean by a sentence? 
3) What is the difference between 'it' and 'this? 
4) What is the difference between 'me' and 'mine? 
5) What is a conjunction? 
In the second class, the same lesson was given to the students, 
Finding your way Around a text. This part of the text was also 
related to pronouns and their functions. Firstly, the teacher 
explained the title of the lesson Finding your way Around a text. The 
main-teaching started by asking the students to do activity 3.2. 
After reading out the activities 3.2, 3.3, 3.4 loudly, he asked 
questions about the italicized words, which continued for about 20 
minutes. Then he explained the difference between narration, 
description and observation and the functions exhibited by the 
different passages used in the activities. As in the previous class, 
there was no use of blackboard and mother tongue was avoided. 
The teacher immediately interrupted the students when they 
committed errors and he himself corrected them. Sometimes he 
also made other students to correct the errors. Some of the 
questions which were asked by the teacher were as follows: 
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1) What is the difference between narration and description? 
2) In sentence 5 of activity 3.1, 'it' refers to National Gallery. 
Why? 
3) What do you mean by reputation? 
In the third class the teacher taught the same lesson Finding 
your way Around a text. This part of the lesson was based on the 
sequence of sentences in a text. The style of the text was informal 
and syntax was simple and vocabulary easy. In this class there was 
no pre-teaching. The main-teaching started by the reading of 
activity 3.5 loudly in the class. Later on, the teacher explained the 
next activity to the students. Blackboard was not used and nor was 
Li used by either teacher or students. The errors were corrected by 
the teacher himself. In this third class the teacher did not put up 
any question to the students 
(II) Interaction Analysis: Teacher E 
Most of the students participated in the interaction with the 
teacher but group and pair work was not encouraged. The activities 
pursued in the class were mostly oral. In terms of focus on 
language, emphasis was given to cohesive devices such as 
pronouns, linkers and sequence of words, as well as arrangement 
of sentences logically in a text. Thus, the main focus was on 
discourse. 
As far as the affective aspects of teaching are concerned it was 
observed that in first class there was no praise or encouragement, 
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while in the second and in the third class he encouraged the 
students by praising their responses through phrases such as 
"yes", "of course" and "well done". He never criticized the students 
and lecturing was employed in the first and in the second class for 
about 7-10 minutes and in the third class for about 20 minutes. 
Commands were also used frequently: 
- Open your sheets. 
- Sit properly and do not make noise. 
(Ill) Pedagogic Principles: Teacher E 
The classroom teaching of the above mentioned teacher reflects an 
eclectic approach which again includes elements of the ALM with 
some elements of CLT. The principles of ALM can be seen in the 
following practices: 
1) The teacher immediately corrected the errors. 
2) Grammatical explanation was avoided. 
3) Oral skills were emphasized. 
CLT principles are reflected from the following practices: 
1) Development of reading strategies was encouraged such as 
scanning. 
2) Most students took part in the interaction with the teacher. 
3) The emphasis was on teaching discourse rather than single 
sentences. 
4) Teacher made the students to communicate as much as they 
could. 
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Classroom Observation: Teacher F 
(I) Classroom Teaching: 
(class: B.A 1st year, Compulsory English, number of students: 30) 
Objectives: The main objective of teaching was reading 
comprehension and specifically it was about Predicting Meaning, a 
sub-skill of reading. 
Materials: (see Appendix II, p. 
The text formed a number of activities. In activity 2.1 and 2.2 the 
students were asked to guess the content of the books and news 
items from their titles. In activity 2.3 the students had to write 
some rules for living longer and in activity 2.4 they had to mark 
punctuation in a passage, because this activity was also based on 
predicting. The style of the text was informal and vocabulary was 
common core and fairly simple. 
Pre-teaching and Main-teaching: 
No pre-teaching was employed and the main-teaching started with 
the teacher reading out the activities. Next, the activities were 
explained by the teacher, and they were then performed orally by 
the whole class. No use of blackboard and Li, either by the teacher 
or the students was made. Errors were corrected immediately by 
the teacher. Some of the questions apart from the activities asked 
by the teacher during the on-going teaching were as follows: 
1) What do you mean by 'innocent blood? 
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2) What kind of a book is this? 
3) What is the meaning of take off? 
In the second class, the same text was given to the students and 
the title of the activity was Understanding Phrases. This section 
attempted to enrich students' vocabulary through idiomatic 
expressions. In activity 2.6 they had to mark the option closest in 
meaning to the underlined idioms. The language was informal and 
vocabulary was common core. As in the previous class, there was 
no pre-teaching and the main-teaching started with reading the 
exercise on phrases loudly in the class for about 15 minutes. After 
that she explained each phrase in her own words and finally the 
activity was carried out orally. No use of blackboard and mother 
tongue either by the teacher or the students was made. When the 
student committed an error, the teacher made the student to repeat 
the whole sentence and try to point out his error himself. When the 
students were unable to answer satisfactorily, then the teacher 
herself corrected their errors. Some of the questions asked during 
the on-going teaching were as follows: 
1) What do you understand by a 'hand out? 
2) What is the meaning of 'to sit-up? 
3) What is the difference between health and wealth? 
4) What do you understand by 'to lock someone out? 
In the third class again, the same text was given to the students 
and in activity 2.7 the students had to use the given idiomatic 
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expressions in their own sentences. As in the previous class, there 
was no pre-teaching and the main-teaching started with a new 
activity 2.7. The teacher asked the meanings of some idiomatic 
expressions of the students. She read loudly the idiomatic 
expressions and then asked the students to read silently and try to 
make the sentences in writing in their own way. Then she explained 
the meanings of each idiomatic expression in her own words. The 
teacher asked three students to come up and write down their 
sentences on the blackboard. The students were unable to write on 
blackboard. Then she gave only five minutes to write in their 
exercise books and show their written answers to the teacher. And 
there was no use of mother tongue. In this class the teacher made a 
round and she made some corrections at student's tables. She also 
corrected errors in their work sheets. 
(II) Interaction Analysis: Teacher F 
Questions and answers formed a major part of the teaching during 
which the teacher asked questions of students in a random 
manner. Most students participated in the activities both orally 
and through written work. Group and pair work was not 
encouraged. Thus, writing skill was also given some attention. In 
terms of explicit focus on language, there was emphasis on 
vocabulary, phrases and idioms. Functions of language were not 
taught explicitly. Informal, idiomatic language of everyday use was 
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taught and this may be believed to support socio-linguistic 
competence in an indirect manner. 
As far as the affective aspects of teaching are concerned^ it was 
observed that the teacher taught mostly in a positive manner but 
sometimes she also encouraged the students by praising their 
response through phrases such as, "very good", "yes, yes", "well 
done" and so on. The teacher never criticized the students and the 
lecturing was employed for 7-10 minutes on the topic of content 
and formation of new words. Directions and commands were also 
used frequently: 
- You should consult the dictionary. 
- No talking and no discussions at all in the class. 
The teacher's attempt to help the student's self-correction can be 
noted as a positive teaching strategy. 
(Ill) Pedagogic Principles: Teacher F 
The classroom teaching of the above mentioned teacher reflects an 
eclectic approach as others, which includes elements of ALM and 
CLT. 
The principles of ALM can be seen in the following practices: 
1) Students' native language was totally forbidden. 
2) The teacher corrected the errors immediately. 
3) Oral skills were emphasized. 
4) Accuracy was also emphasized. 
CLT principles are reflected from the following practices: 
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1) The teacher asked the students to read silently. 
2) Development of reading strategies was encouraged, such as 
predicting and guessing and so on. 
GT method: 
The emphasis on the development in a decontextualized manner of 
vocabulary, phrases and idioms is a reminder of the GT method. 
The activities 2.5, 2.6 and 2.7 aimed to teach idiomatic expressions 
without reference to any given context. 
Class Observation: Teacher G 
(I) Classroom Teaching: 
(class: Xlth, Compulsory English, number of students: 35) 
Objectives: The main objective of teaching was reading 
comprehension, but speaking skill was also given some attention. 
For example, the students were asked to summarize orally the 
lesson and questions and answers of comprehension questions 
were taken up orally. Pronunciation was also attended to, to some 
extent. 
Materials: (see Appendix II, p. 2o7) 
The title of the lesson was The Portrait of a Lady by Khushwant 
Singh. The main idea of the passage is how the writer's 
grandmother cared for him. There was very good friendship 
between them. The style of the story is informal and vocabulary is 
rich to some extent. Sentence structure of the text was complex. 
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Pre-teaching and Main-teaching: 
Usually the teacher started the teaching of the text immediately 
without any pre-teaching activities. The main-teaching started with 
the teacher reading the first paragraph of the chapter loudly in the 
class for about 15 minutes. Then she explained each paragraph in 
her own words. After that the teacher asked the students to read 
silently the chapter. He also encouraged the students to find out 
the meanings of the difficult words and sentences themselves and 
explanation went on simultaneously with questions and answers. 
Li was not used either by the teacher or the students and 
blackboard was also not used. In this class, the teacher did not pay 
any attention towards the errors. Some of the questions asked by 
the teacher in the class during the on-going teaching explanation 
were as follows: 
1) What is pretty? 
2) What do you mean by beads? 
3) What does the granddaughter look like? 
4) What is the third form of wore? 
In the second class, the same text was given to the students. In the 
class, the teacher asked the students, "Did you find any difficulty in 
the last chapter? Should we start the next chapter now? The main-
teaching started when the teacher read the paragraphs loudly in 
the class for about 20 minutes. After that the teacher explained 
each paragraph and the meanings of some difficult words in his 
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own words. The teacher used the blackboard to some extent to 
highlight some words and there was no use of Li. In this class he 
corrected the errors immediately and when one student was not 
able to answer correctly, the teacher put the same question to the 
other students. He encouraged the students by asking various 
questions in the class, the questions were as follows: 
1) Who is the writer of this chapter? 
2) What do you mean by dilapidated? 
3) What is the difference between expanse and expense? 
4) What do you mean by beads? 
As in the last class, the teacher started the teaching by asking the 
students, "Did you have any problem in the last class"? One of the 
students asked, "Can you explain the last paragraph, Sii'? The 
teacher started the teaching by explaining the last paragraph given 
in the text. He also explained the difficult words in the glossary and 
asked the students to do the questions given in comprehension at 
home. After explaining them, he asked the students to read the 
story silently. The teacher used the blackboard veiy seldom and Li 
was not used either by the teacher or the students. Errors were 
corrected immediately by the teacher himself and when one student 
was not able to answer, he asked the other students the same 
question. Some of the questions asked during the on-going teaching 
were as follows: 
1) What do you mean by gorgeous? 
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2) What do you mean by evil? 
3) What is a wallet? 
(II) Interaction Analysis: Teacher G 
There was less than desirable interaction in this class, since the 
teaching was conducted mostly through loud reading and 
explanation by the teacher. Questions answers formed a minor part 
of the teaching during which the teacher asked questions of 
students in a random manner. Group work and pair work was not 
encouraged. The activity pursued in the class was mostly oral 
comprehension questions. Questions on vocabulaiy were also 
asked. In terms of explicit focus on language, there was emphasis 
on vocabulary and comprehension of written text. Functions of 
language were not taught explicitly. There was no focus on either 
discourse or socio-linguistic competence. 
As far as the affective aspects of teaching are concerned, it was 
observed that the teacher taught mostly in a warm manner. 
Sometimes he encouraged the students by praising their response 
through phrases such as, "very good" and "very nice". He never 
criticized the students and there was no lecturing employed. 
Directions and commands were also used frequently. 
- Do come with your text books from tomorrow. 
- Revise the words at least two times. 
- Keep quiet. 
- Revise the chapter silently. 
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- If you find any difficulty in understanding the meaning of 
difficult words then please ask me tomorrow. 
(Ill) Pedagogic Principles: Teacher G 
The classroom teaching of the above mentioned teacher reflects an 
eclectic approach which includes elements of ALM and with some 
elements of CLT. 
The principles of ALM are as follows: 
1) Grammatical explanation was totally avoided. 
2) The use of students' native language was forbidden. 
3) The teacher corrected the errors immediately in the second 
and in the third class. 
4) Accuracy was emphasized to some extent. 
5) The teacher asked the students to learn words through 
repetition. 
CLT principles are reflected from the following practices: 
1) The teacher asked the students to read silently. 
2) Development of reading strategies was encouraged such as 
skimming and guessing. 
Classroom Observation: Teacher H 
(I) Classroom Teaching: 
(class: Xllth, Compulsory English, number of students: 26) 
Objectives: The main objective of teaching was reading 
comprehension. Some attention was given to speaking skill also. 
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Materials: (see Appendix II, p. 
The students were asked to read the chapter Drought by Sarat 
Chandra Chattarjee The story is about the drought in a village 
named Kashipur and it also tells about a zamindar who tyrannizes 
his tenant Gafur. The style of the text was informal and vocabulary 
fairly rich. 
Pre-teaching and Main-teaching: 
The teacher introduced the lesson by asking the students about the 
meaning of drought. The teacher herself read the passage for 15 
minutes and explained it to the students. She also made the 
students to read the passage loudly one by one and then she also 
explained synonyms and difficult words to the students. Li was not 
used either by the teacher or the students. When an error occurred, 
she immediately interrupted the students and corrected their 
errors. They committed errors mostly in pronunciation. Again and 
again the teacher encouraged the students to come up and read the 
lesson loudly without any hesitation. The questions asked by the 
teacher during the on-going teaching were as follows: 
1) What do you mean by drought? 
2) Who are tenants? 
3) What is the spelling of merciless? 
4) What is the opposite of cruel? 
In the second class the same text was given to the students. 
First of all the teacher asked the students, "Did you have any 
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problem in the last class"? And the main-teaching began by 
explaining the passage in her own words. The teacher herself read 
the apassage loudly for about 20 minutes during with explanation 
of each paragraph. In this class there was no use of blackboard and 
Li was avoided totally. Errors were corrected immediately and the 
teacher herself corrected them. Students committed errors mostly 
in pronunciation. Some of the questions asked by the teacher 
during the on-going teaching were as follows: 
1) What do you mean by acacia? 
2) What is the antonym of remorse? 
3) What is the synonym of intolerable? 
In the third class again the main objective of teaching was the 
teaching of reading comprehension. The same lesson Drought was 
taught. In this class there was no pre-teaching employed. The 
main-teaching started with the explanation of the passages loudly 
for about 10-15 minutes. Then she gave a summary of the story 
and multiple choice questions given at the end of the lesson were 
taken up orally/in writing. No use of blackboard and Li, either by 
the teacher or the students. The teacher immediately corrected the 
errors herself and mostly the students committed errors in 
pronunciation. Some of the questions asked by the teacher were as 
follows: 
1) Tell the summary of the story? 
2) WhoisGafur? 
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3) Who is Shibu babu? 
(II) Interaction Analysis: Teacher H 
Questions and answers formed a major part of the teaching during 
which the teacher asked questions of students in a random 
manner. Most of the students participated in this type of 
interaction; group work and pair work was not encouraged. The 
activity pursued in the class was mostly oral comprehension 
questions. Attention was paid to vocabulary and pronunciation 
also. Functions of language were not taught explicitly. There was no 
focus on either discourse or socio-linguistic competence. 
As far as the affective aspects of teaching are concerned it 
was observed that the teacher taught mostly in a positive manner 
but sometimes she encouraged the students by praising their 
response through phrases such as, "very good", "try again", "yes". 
She never criticized the students and lecturing was avoided. 
Directions and commands were also used frequently. 
- Read it with expression 
- Read it again. 
- Read it very carefully. 
- Open your text books. 
- Do it. 
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(III) Pedagogic Principles: Teacher H 
The classroom teaching of the above mentioned teacher reflects an 
inclination towards the practices of the ALM with some elements of 
CLT. The principles of ALM can be seen in the following practices: 
1) Student sanative language was totally forbidden. 
2) The teacher corrected the errors immediately. 
3) Grammatical explanation was avoided. 
4) Accuracy in pronunciation was emphasized to some extent. 
5) Loud reading of the text was emphasized. The teacher paid a 
lot of attention to correct pronunciation and rendering of the 
text. 
6) The teacher encourages practices in the speaking skills. 
7) Speaking and listening skills were also emphasized. 
Classroom Observation: Teacher I 
(I) Classroom Teaching: 
(class: XII th, Compulsory English, number of students: 25) 
Objectives: The main objective of teaching was reading 
comprehension. Questions and answers of comprehension activities 
were taken up orally. Pronunciation was also attended to some 
extent. 
Materials: (see Appendix II, p. 216} 
The title of the lesson was A Pair of Mustachios by Mulk Raj Anand. 
The story is about a man who sold all his belongings for the sake of 
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his mustachios. The style of the text was informal and the 
vocabulary contained several difficult words which were however 
explained in a glossary at the end of the text. 
Pre-teaching and Main-teaching: 
The teaching started by asking the students about the writer of the 
lesson. The teacher told about some other novels and short stories 
written by the writer and she also explained the title to the 
students. The teacher did not ask the students to read silently, 
instead she read the story loudly herself. The blackboard was used 
by the teacher for about five minutes and there was no use of Li. 
Students committed errors mostly in pronunciation, and the 
teacher immediately corrected them herself. The questions asked by 
the teacher during the on-going teaching were as follows: 
1) Do you know about Mulk Raj Anand? Have you read him 
earlier? 
2) What do you understand by ^beholden? 
3) What do you understand by Vicinity of the village? 
4) Who are lentil-eating shopkeepers? 
5) What is the meaning of 'dilapidated? 
In the second class, the main objective of teaching was reading 
comprehension. The same text was given to the students, titled A 
Pair of Mustachios. There was no pre-teaching and the main-
teaching started by asking students to read the passage one by one 
loudly in the class. After reading the passage the teacher herself 
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explained them to the students along with the meanings of some 
difficult words . The teacher used the blackboard for only three or 
four minutes and mother tongue was not used either by the teacher 
or the students. The teacher immediately corrected the errors. 
When a student was not able to respond, she put the same 
question to other students. Some of the questions asked by the 
teacher during the on-going teaching were as follows: 
1) What is the first and second form of brought? 
2) What is the meaning of spluttered? 
3) Bring out the summary of the lesson? 
4) Who is a money lender? 
5) What do you know by valiant? 
In the third class also the same text was given to the students. As 
in the previous class, there was no pre-teaching and the main-
teaching started with explaining the difficult words from the 
glossary. The teacher read loudly the difficult words in the class 
and then explained them to the students. She also asked the 
students to do comprehension questions given at the end of the 
lesson in writing. The teacher used the blackboard for only two or 
three minutes and there was no use of Li either by the teacher or 
the students. In this class also the students committed errors in 
pronuncing the words wrongly. Some of the questions asked by the 
teacher during the on-going teaching were as follows: 
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1) What purpose, according to the writer, do mustachios serve 
in India? 
2) How many types of mustachios are mentioned? Which 
classes of people are they associated with? 
3) What do you understand by resplendent? 
4) Describe the Charlie Chaplin moustache in your own words? 
5) Who was Khan Azam Khan? What was his social status? 
(II) Interaction Analysis: Teacher I 
Though the teacher employed loud reading to a large extent, there 
was some interaction also which was in the form of both oral and 
written responses of the student. Group work and pair work was 
not encouraged. The activity pursued in the class was mostly oral 
comprehension questions. Sometimes questions on vocabulary 
were also asked. In terms of explicit focus of language there was 
emphasis on vocabulary, but sometimes the teacher also asked 
questions on grammar. Functions of language were not taught 
explicitly. There was no focus on either discourse or on socio-
linguistic competence. 
Concerning the affective aspects of teaching it was observed 
that teacher taught mostly in a neutral manner but sometimes she 
encouraged the students by praising their responses through 
phrases such as "yes", "very good" and so on. She never criticized 
the students and lecturing was avoided. Directions and commands 
were not used in these classes. 
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(III) Pedagogic Principles: Teacher I 
As in the class of other teachers, the classroom teaching of the 
above mentioned teacher reflects an eclectic approach which 
includes some elements of ALM and some elements of CLT. The 
principles of ALM can be seen in the following practices: 
1) Students' native language was totally forbidden. 
2) The teacher corrected the errors immediately. 
3) Oral skills were emphasized. 
4) Accuracy was emphasized. 
5) Emphasis was given to pronunciation. 
Classroom Observation: Teacher J 
(I) Classroom Teaching: 
(class: Xlth, Compulsory English, number of students: 35) 
Objectives: The main objective of teaching was reading 
comprehension. The title of the chapter was The Lady or the Tiger? 
in which there is a description of the cruel king and his barbarism. 
Materials: (see Appendix II, p. 23^ 1 
Pronunciation was also attended to, to some extent. Syntax of the 
text and the vocabulary were simple. 
Pre-teaching and Main-teaching: 
No pre-teaching was taken up and the main-teaching started with 
the reading of the text loudly by the teacher. The teacher explained 
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the title of the chapter and the first and second paragraphs. Then 
she asked the students to read these paragraphs silently. She also 
encouraged the students to find out the meanings of words and 
sentences themselves and explanation went on simultaneously with 
question and answers. The blackboard and Li was not used by the 
teacher. Errors were corrected immediately by the teacher. Some of 
the questions asked in the class during the on-going teaching and 
explanation were as follows: 
1) Who are gladiators? 
2) What is the meaning of barbaric? 
3) What was the king like? 
4) How was he different from his neighbours? 
5) How did the system begin on trial days? 
6) How did the accused choose which door to open? 
In the second class the same text The Lady or the Tiger? was 
given to the students. As in the previous class, there was no pre-
teaching and the main-teaching started with the asking of the 
questions at the end of the lesson. Then the teacher read the next 
part of the story loudly in the class for about 20 minutes. She 
asked the students to read the lesson silently in the class. After 
reading silently, the teacher explained the paragraphs and the 
meanings of some difficult words in her own words. She encouraged 
the students to come up with, with the meanings of difficult words 
and correct answers. Whenever an error occurred, the teacher 
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corrected it immediately. As in the previous class the blackboard 
was not used and mother tongue was not employed. The teacher 
helped the development of reading strategies by asking the students 
to engage in guessing, predicting the meanings of words and 
sentences. Some of the questions asked in the class were as 
follows: 
1) What is the meaning of enraged? 
2) What is the third form of know and put? 
3) Do you know the antonym of jealousy? 
In third class again the main objective of teaching was the 
teaching of reading comprehension. The title of the chapter was The 
Lady or the Tiger?. The students were required to answer the 
comprehension questions and all the exercises which were given at 
the end of the chapter. As in the previous class there was no pre-
teaching and the main-teaching started when the teacher asked the 
comprehension questions. Then the teacher explained the 
meanings of the words given in vocabulary. The teacher asked the 
students to use expressions in their own sentences. In this class 
there was no use of blackboard and Li and the errors were 
corrected then and there. Some of the questions asked by the 
teacher during the on-going teaching were as follows: 
1) What was the king's daughter like? How was she similar to 
her father? 
2) Why did the king send his daughter's lover to prison? 
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3) Use these expressions in your own words: 'on trail', Svithout 
hesitation'. 
And the teacher made the students to attempt all the exercises 
given the students at the end of the chapter. 
(II) Interaction Analysis: Teacher J 
Loud reading and silent reading were followed by questions and 
answers in the class which constituted the main interaction in the 
class. The teacher asked questions of students in a random 
manner. Group work and pair work was not encouraged as usual. 
The activity pursued in the class was mostly oral comprehension 
questions. Questions on vocabulary were also asked. In terms of 
explicit focus on language, there was emphasis on vocabulary. 
Functions of language were not taught explicitly. There was no 
focus on either discourse or socio-linguistic competence. 
As far as the affective aspects of teaching are concerned it 
was observed that the teacher taught in a positive and warm 
manner. She also encouraged the students by praising their 
responses through phrases such as, "all right", "very nice" and so 
on. She never criticized the students. Teaching was mainly based 
on loud reading of the text with explanations along with some 
questions and answers. No direction and commands were given to 
the students. 
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(in) Pedagogic Principles: Teacher J 
The classroom teaching of the above mentioned teacher reflects an 
eclectic approach which includes elements of ALM and CLT. 
The principles of ALM can be seen in the following practices: 
1) Students' native language was forbidden. 
2) The teacher corrected the errors immediately. 
3) Grammatical explanation was avoided. 
4) Accuracy was emphasized. 
5) Oral skills were also emphasized. 
CLT principles are reflected from the following practices: 
1) The teacher asked the students to read silently. 
2) Development of reading strategies was encouraged such as-
predicting, skimming and scanning. 
CHAPTER - 4 
DISCUSSION AND CONCLUSION 
As noted earlier, before the advent of CLT, the teaching of 
reading stressed the development of vocabulary acquisition, 
learning of sentence patterns and pronunciation. But from the 
beginning of 1970s this trend changed as a result of contemporary 
research, and a new theory of reading was proposed as a 
psycholinguistic model of reading emphasizing the importance of 
the employment of different strategies and skills in reading as well 
as background knowledge which the learner brings to the reading 
task. Thus, focus on individual words and phrases was ruled out 
since effective reading involved sampling or selecting chunks of 
related information from the printed text. William Grabe (1991) 
highlights the following aspects of reading which are to be taken 
into account in a pedagogy of reading: 
i) Fluent reading is rapid, which means that silent and 
extensive reading should be encouraged in classroom 
teaching. 
ii) Reading is purposeful, involving motivation, that is, in real 
life we always read with a purpose. In the classroom 
situation too, the reading activity should be wedded to real 
life needs. 
iii) Reading is interactive, involving interaction between the 
reader and the text. The reader interacts with the text on 
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the basis of his/her background knowledge as well as the 
skills and strategies that they bring with themselves, such 
as anticipating, guessing, skimming ahead, scanning for 
specific information and so on. So the important 
implication of this view of reading as an interactive process 
is two fold: first, the development of this interaction by 
evoking the student's background knowledge through pre-
reading activities; second, by teaching them to tackle the 
text through different skills and strategies. 
In view of the above, it is heartening to note that in most of 
the classes observed by the researcher, the teaching of skills 
and strategies were emphasized. Often it was in the form of 
the material provided, which itself aimed to teach skills and 
strategies. In general, all the teachers encouraged the 
students to leam the meaning of vocabulary items through 
guessing from context. They also helped the development of 
the skills of scanning, skimming and critical reading, through 
comprehension questions based on the text. 
This chapter aims to examine the teaching of reading in 
AMU at the undergraduate level with specific reference to CLT 
practices and principles on the basis of the classroom 
observation of the teachers as reported in chapter three. The 
different aspects of classroom teaching are taken here in the 
same sequence as presented in the previous chapter, that is, 
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section one discusses classroom teaching consisting of 
objectives, materials, Pre-teaching and Main-teaching. 
Afterwards, Interaction Analysis and underljdng Pedagogical 
Principles are taken up which comprise section II and section 
III. 
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SECTION I 
Classroom Teaching 
Objectives: In all the thirty classes taken up by the 
researcher the broad objective of teaching was reading 
comprehension. Sometimes it was combined with the 
development of writing skills and teaching of pronunciation 
and oral work too in an adhoc manner. Guessing, predicting 
and previewing were the specific objectives of the classroom 
teaching of teachers B and F. Teacher B aimed to teach the 
guessing of word meaning on the basis of its form and also on 
the basis of context. For the teaching of word meaning 
through its form a number of affixes were taught along with 
Greek and Latin roots. In the classes of three teachers C, D 
and E study of cohesion and coherence in written discourse 
was the objective of teaching. Teacher C taught intra and 
intersentential linkers and coordinators. Teacher D taught 
the use of conjunctions and organization of sentences in 
paragraphs. Teacher E taught the use of pronoun as a 
cohesive device in connected discourse. The teaching of 
teachers G, H, I and J focussed on the comprehension of 
reading material in general. In their classes, apart from 
comprehension they also gave importance to the teaching of 
vocabulary items. 
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Materials: 
It was seen that materials used in the above mentioned 
classes were of different types. Teacher A who taught 
engineering 1st year students used ESP materials from the 
text book A Course in Basic Scientific English consisting of 
several technical words and specialized sentence structure. 
Teachers B, C, D, E and F did not take help of any reading 
passage but their texts consisted of a number of activities or 
exercises. Sometimes passages were used in these exercises, 
giving the teaching a context, for example in the materials 
used by the teacher B in which the students had to guess the 
meanings of the given words in the given passages. For the 
teaching of the use of pronouns as a linking device, again 
passages were used by teacher E. However, in the teaching 
by teacher F of phrases and idioms, it was found that no 
context was given to the students not even in the form of 
single sentences. The students were merely asked to provide 
the meanings of given idioms and phrases through multiple 
choice questions and in another exercises they were asked to 
make sentences with the idioms. G, H^  I and J used well 
known stories for the teaching of reading comprehension. The 
language in all these stories was fairly rich. On the other 
hand activities used by other teachers employed in formal 
and interesting material. 
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Materials employed in general were samples of 
contemporary, informal English and constituted interesting 
reading. They were not selected very strictly in terms of 
vocabulary and were well within the comprehension of the 
students' level or it might be said that they provided 
"comprehensible input" to the learners and also exposed 
them to new vocabulary and structures. As far as strictly 
authentic material is concerned, it formed a part of a lesson 
taught by teacher F, which aimed to teach the strategy of 
prediction by presenting the students with titles of newspaper 
items and books. However, it must be noted that using 
authentic materials may not always be practicable and 
sometimes materials need to be edited and tailored according 
to student needs. 
Pre-teaching and Main-teaching 
Pre-teaching: Unfortunately, it was found that very few 
teachers employed warming up or pre-teaching activities in 
their classes. Five of the teachers did not start their class 
with any pre-teaching activity and immediately started the 
lesson the main activities. Teachers C, E and H however 
stated with a brief mention of the teaching done in the 
previous class. Teacher C revised in brief the teaching of the 
previous class before starting with the new lesson. Teachers 
E and H only asked whether the students had understood 
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properly what was taught in the previous class and then 
moved on to new teaching. However teacher D, E and I 
departed from this common practice and it was found the 
teacher whose objective was to teach conjunction, cohesion 
and coherence started his class by acquainting the students 
with the importance of learning English. He asked them what 
they were doing to improve their knowledge of the language 
and also gave them several tips in order to enhance their 
vocabulary and their general command over the language 
such as consulting the dictionary, keeping a diary, developing 
the habit of speaking in English among themselves without 
hesitation. Teacher I who was teaching the well-known story 
A Pair of Mustachws by Mulk Raj Anand, chose to start her 
class with information about the author and tried to inform 
them about the various works by the author. She could also 
have generated students' interest by discussing in brief about 
the significances of mustachois in the Indian culture. 
Teachers G, H and J, also teaching popular stories did not 
attempt to generate students' interest by discussing the 
themes of the stories in advance as a warming up activity. 
For example ,teacher G who was teaching The Portrait of a 
Lady by Khushwant Singh could have created immense 
interest by asking the students about their grandmothers or 
grandparents, their habits, their manners and any interesting 
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anecdotes related to them. Teacher H who was teaching 
Drought by Sarat Chandra Chatterji could have started the 
class with a discussion of the evils of the zamindari system or 
the consequences of a drought in villages. In view of the 
above, it can be said that teachers should be made aware of 
the importance of background knowledge in the teaching of 
reading comprehension and how to incorporate this in their 
pre-reading activities in order to increase students' 
motivation as well as understanding of the teaching material. 
Main-teaching: 
Presentation: As seen already, while some of the teachers 
used stories and passages for teaching of reading 
comprehension. Others, namely, teachers B, C, D, E and F 
used only different types of activities for the teaching of sub-
skills of reading comprehension such as organization of 
sentences, learning the use of linking devices, guessing, 
predicting and so on. It was observed that silent reading of 
the passage by the students was employed by teacher A who 
taught passages from an ESP text book to engineering 
students. After the students read portions of passage, she 
put comprehension questions to them and through questions 
and answers tried to bring out the meaning of the passage. 
Teacher G, H and I, who also used reading passages, namely 
stories, however did not ask the students to read the passage 
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silently. Instead they themselves read out portions of the text 
loudly and explained the meaning of it paragraph by 
paragraph. Teacher I employed loud reading by the students 
also, apart from reading the text loudly herself. Teacher J 
combined loud reading with silent reading which seems to be 
a desirable alternative to silent reading throughout the class 
which tends to become monotonous. 
As far as the activities were concerned, the teachers 
whose materials only constituted activities mostly conducted 
them through oral questions and answers. Teacher A and 
Teacher F also asked the students to do some work on paper, 
written work is desirable, considering the multi-skill 
approach which is advocated by CLT principles as well as 
keeping in mind the needs of the students who do not get 
much practice in writing throughout the year but are 
suddenly asked to produce written answers during the time 
of examination. A positive factor in the presentation of the 
teachers was that lecturing was avoided by most of them and 
teaching was mostly done through interaction between the 
teacher and the students which was on the basis of questions 
and answers provided by activities as well as adhoc questions 
put by the teachers themselves. 
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However, the deplorable fact is that in the teaching of 
reading passages by five teachers, three teachers used only 
loud reading which is not a very profitable exercise, since one 
of the aims of teaching reading is to promote silent and fast 
reading of written text. 
Teaching of strategies: 
Most of the activities employed by the teachers aimed to 
develop the strategies of reading in a direct manner. For 
example, the activities used by the teacher B focussed on the 
development of strategy of guessing word meaning on the 
basis of form as well as on the basis of context. The exercises 
used by the teacher C, D and E also aimed to develop the 
strategy of synthesizing and organizing word order and 
sentence order as they were based on inter and intra-
sentential linkers of different types. The material used by the 
teacher F focussed on the teaching of prediction. Some of the 
teachers tried to teach the students different strategies of 
reading and learning in general, which is a favourable 
development. For example, teacher A who taught the ESP 
reading passage asked the students to guess the meanings of 
words, phrases and sentences on their own before giving it to 
them. Teacher D advised the students on the use of 
dictionary and encouraged them to get exposure to the target 
language as much as possible. 
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Use of Li and blackboard: 
It was observed that Li was never used by any of the teachers 
except two, that is, teacher D and teacher G who made a 
judicious use of Li for explaining the meanings of some of the 
difficult words. It must be noted that a judicious use of Li is 
advocated by CLT, especially by the post-CLT paradigm. It is 
stated that use of Li to a little extent may help in the 
understanding of different lexical items and concepts in an 
economical way, and also alleviate anxiety, and assist in 
building a rapport between the teacher and the students 
(Atkinson, 1987; Bertkaun, 1974). The use of blackboard is 
an important teaching learning aid which helps in 
highlighting important items in a visual manner to the 
students. Learning through visualization is an important 
learning strategy and it should be exploited profitably by the 
teachers (CMalley, 1990: p. 119). 
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SECTION - II 
Interaction Analysis 
The study of interaction in the different classes was broadly 
based on the interaction analysis schedule proposed by 
Allwright and Bailey (1991), (see Appendix I, p. referred 
to as COLT which aims to examine classroom interaction on 
the basis of CLT principles. 
It was observed that in most of the classes the teaching 
was based on oral interaction between the teacher and the 
students and lecturing was mostly avoided. Written feedback 
was also encouraged some times. However, it is deplorable to 
note that interaction among the students themselves was 
conspicuous by its absence. Except teacher A, no other 
teacher asked the students to engage in pair work and group 
work though it is recognized as an important learning activity 
in the CLT classroom. It is believed that students do not learn 
only from the teacher but from peers also. An important 
factor in learning from peers is the absence of anxiety and 
tension. 
Even in the case of student-teacher interaction, it was 
observed that the whole class did not participate in it, and 
interaction was dominated by a handful of better students. 
This is a malaise afflicting most of L2 classes across India. 
The students are generally disinclined to answer the 
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questions asked in the class, to participate in discussions, or 
to put questions to the teacher for clarification. Mostly, it is 
because the students are not able to express themselves 
adequately in the target language. If they are encouraged to 
use their Li in answering questions, then this problem of 
hesitation may be solved to some extent. However, it is also 
important that their responses in Li are reformulated in the 
target language by the teacher or by the other students, so 
that the relevant vocabulary and structures in L2 may be 
taught to the concerned student. 
Error Correction 
The audio-lingual method and other methods before it took a 
very rigid view of errors, because it was believed under the 
influence of the behaviouristic theory of learning that errors 
lead to the formation of wrong habits and they should be 
corrected immediately or reinforced negatively. The cognitive 
view of learning however, presented error as a means of 
learning because learning is a process of hypothesis 
formation and hypothesis testing. Besides, some errors point 
to the fact that the learner is using the rules of language. For 
example, if a learner uses the word 'oxes*', it means that, 
he/she is applying the rule of attaching the plural affix s-, 
though in a wrong manner, and thus applying his/her 
analytic ability of the hypothesis formation. Subsequently, 
137 
the learner might find the exceptions to the rule and learn 
the correct form 'oxen'. 
Another point to be made here is, that by too much 
error correction the student becomes discouraged and 
inhibited in responding to the questions put by the teacher. 
In order to produce a relaxed atmosphere in the classroom, it 
is important that errors are tolerated, especially in fluency 
activities. By fluency activities is meant those activities in 
which the focus is on meaning rather than on form. Even in 
accuracy activities, errors in those forms which are not the 
focus of teaching should be tolerated. 
It was observed that most of the teachers were in 
general intolerant towards errors made by the students. They 
corrected their errors even before the students had completed 
their sentences. It was observed, however, that two of the 
teachers involved other students in error correction and 
asked them to provide the correct item. Teacher F also helped 
the students in self-correction, which is also a desirable 
practice, promoting self-esteem in the learner. 
Teacher-learner roles: 
CLT advocates a learner centered teaching atmosphere in the 
classroom and proposes for the teacher the roles of facilitator 
of communication, participant in classroom interaction, 
organizer of resources, resource to, a needs analyst, and 
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counsellor. As far as the observed classrooms are concerned, 
the teachers who were observed did play the role of the 
facilitator of the communication in the classroom and 
participant in interaction though not to the desired extent 
because, most of them failed to involve all the students of the 
class in the interaction. As noted earlier, classroom 
interaction was dominated by a few brilliant students and 
others continued to remain silent, in the background. Of 
course, tackling this problem of making the silent and 
uninitiated students speak out is a great problem faced by 
all L2 teachers. As suggested earlier, it can be resolved to 
some extent by the employment of the mother tongue. By 
motivating the students adequately in the beginning of the 
class, may be the problem can be solved well the further. 
All the teachers played well the role of organizer of 
resources as well as being of resources themselves. 
Counselling was also employed by some of the teachers. 
Specifically, teacher D tried to play the role of a sympathetic 
councellor to the students in the job of learning the second 
language. He gave many pieces of useful advice to them in 
this direction. Most of the teachers tried to build a congenial 
atmosphere in the classroom. None of them criticized the 
students and many of them tried to encourage them by using 
words of praise. Though directions and commands were 
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obviously present in the class of all the teachers. Though 
they were authoritative, most of them were also friendly and 
helping. 
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SECTION III 
Pedagogical Principles 
This section aims to examine the underlying pedagogical 
principles reflected in the teaching of the above mentioned 
ten teachers in terms of objectives of teaching, materials 
employed, classroom presentation of the lesson and teacher 
learner roles. 
Objectives: As far as the objectives of teaching are 
concerned, in all the classes the broad objective was teaching 
of reading comprehension was pursued which is compatible 
with the needs of Indian students in an L2 situation. Since 
CLT emphasizes the importance of relating the needs of 
students to the objectives of teaching. We find that this is in 
conformity with CLT principles. The narrow objectives in 
most of the classes was the teaching of different sub-skills of 
teaching, that is guessing, predicting, previewing, skimming, 
scanning and so on. It has been observed earlier that 
learners bring to the reading tasks, skills and strategies as 
well as background information an important construct in 
the teaching of reading comprehension is incorporated in CLT 
ideology. 
Materials: As far as materials are concerned, CLT advocates 
materials which promote and reflect real-life communication. 
Here also it was found that the material selection was 
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compatible with CLT principles, since in all the classes 
observed the material used constituted interesting reading in 
informal contemporary language. The materials also reflected 
language varieties according to different situations, for 
example teacher A used ESP material which employed the 
register of science and teachnology. The activities or exercises 
which were used by different teachers employed informal 
language and reflected everyday communicative situations. 
Authentic material was used in one of the exercises in which 
titles of newspaper items were used for guessing their 
content. It has already been said that it is not always 
practicable to use authentic materials such as excerpts from 
newspapers, magazines, legal documents or sports 
commentary without editing because they do not always lend 
themselves to teaching. 
Classroom presentation: As far as classroom presentation 
of the teaching material is concerned, it was found that silent 
reading was employed in the teaching of comprehension 
passages only by two teachers. CLT advocates the 
development of fast and extensive reading with 
comprehension, because this is the type of reading used in 
our daily lives. We very seldom read loudly. But it is 
deplorable to note that most of the teachers who were 
teaching a reading passage chose the activity of loud reading 
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as a presentation technique. However, a positive factor to 
note was that lecturing was mostly avoided and classroom 
interaction between the teacher and the students in the form 
of questions and answers constituted the core teaching 
technique. The emphasis on the teaching of strategies of 
reading, by teacher A is also notable. In her case, these 
strategies did not form a part of the exercises in the teaching 
text. 
In their presentation many teachers did not use the 
blackboard at all which is supposed to be an important 
teaching-learning aid, as it highlights learning items in a 
visual manner and learning through visualization is an 
important learning teaching strategy. 
A remarkable factor in the teaching of all the teachers 
was the absence of the use of the mother tongue in their 
teaching. It is right that the students should be exposed to 
the target language as much as possible, but a judicious use 
of LI helps to create a relaxed atmosphere in the classroom 
and can also be used to explain the meanings of words, 
structures and concepts in an economical manner. 
Sometimes a comparison of Li and L2 structures brings home 
the meaning in a clearer manner. A total avoidance of Li from 
the classes of the above mentioned teachers is a reminder of 
ALM ideology because, CLT always advocates a limited use of 
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mother tongue. Another reminder of ALM principles and 
practice was the intolerance shown by most of the teachers 
towards errors. Most of them corrected the errors committed 
by their students immediately. Many of them did not even 
give them the chance of completing their sentences. CLT 
advocates the development of fluency through activities in 
which the focus is on meaning rather than on form. Even in 
accuracy activities when the focus is on form, CLT advocates 
tolerance of errors in those forms which are not the focus of 
instruction. 
Teacher-leamer role: 
As far as the teacher-learner roles in the above mentioned 
classes are concerned, it was found that most of the teachers 
tried to create a relaxed atmosphere in the classroom. A few 
of them taught in a neutral but some were very warm and 
attempted to build a rapport with the students. Teaching was 
dominated by classroom interaction between teacher and 
students, but unfortunately only a few students participated 
in this interaction which has already been noted earlier. 
Group-work and pair-work, important teaching techniques 
advocated by CLT methodology was conspicuously absent 
from all the classes except one. The teachers played the roles 
of facilitators, participants, resource persons, organizers of 
resources and activities and also sometimes as counsellors -
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the roles which are recommended for the teacher in the CLT 
methodology. On the whole, however, one can say that they 
were less authoritative than the teachers in the ALM 
methodology and somewhat more authoritative than the 
teachers in CLT. 
To sum up, one can say that the teachers' approach in 
all the observed classes comes across as an eclectic one 
which incorporates many of the elements of communicative 
language teaching but also adopts some practices of the 
earlier grammar - translation method and the audio-lingual 
method. For example, one of the teachers asked the students 
to learn vocabulary items by making lists in their diaries. In 
the class of another teacher the teaching material itself 
presented lists of idioms and phrases in a decontextualized 
manner and required them to learn their meanings and use 
them in their sentences. It seems the teachers were 
compelled to use different techniques according to the needs 
of the students and demands of the situation. For example, 
in the Indian situation in which the classes of compulsory 
English are mostly large, the teacher has to strike a balance 
between maintaining discipline and encouraging 
communication through various types of communicative 
activities through group-work and pair-work. Sometimes loud 
reading of the reading passage also helps as a discipline-
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maintaining device, which should not be employed as a 
regular technique, however. 
In the 1970s and 80s communicative language 
teaching created a lot enthusiasm and was considered as a 
panacea for all pedagogical ills. However, by the end of 1980s 
the flows and short-comings of this method became obvious 
and teaching theorists and practitioners realized that no 
single method can provide the answer to all language 
teaching problems. So, the best approach to the teaching of 
language is an eclectic approach which adopts techniques 
and practices from different sources according to the 
requirements of given teaching context. 
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APPENDIX -1 
EXERCISE 
TYPES 
1 Readiiif^ icchiuquc^ 
In the text 'p rogramming People ' , one of the recurr ing ideas is the loss of 
one's independence and personal i ty Read the text again lo f ind al) the 
words related to that idea and fill in the fol lowing table 
nouns adjectives verbs 
dependence e g slaves 
1 
independence 
Can you think of other words to complete the t a b l e ' 
E x e r c i s e 3 
Specific aim T o t r a i n t h e s t u d e n t s t o r e c o g n i z e e q u i v a l e n c e a n d 
che u s e o f g e n e r a ! w o r d s t o c o v e r m o r e s p e c i f i c o n e s 
( h y p o n y n i y ) 
Skills involued U n d e r s t a n d i n g r e l a t i o n s b e t w e e n p a r t s o f a t e x t 
t h r o u g l i t h e l e x i c a l c o h e s i o n d c v i c c s o f e q u i v a l e n c e 
a n d h y p o n y m y 
Wliy^ It IS e x t r e m e l y h e l p f u l t o r e c o g n i z e d e v i c e s s u c h as 
e q u i v a l e n c e a n d l i y p o n y n i y w h e n r e a d i n g n t e x t 
s i n c e b o t h o f t h e m g i v e c l u e s t o t h e m e a n i n g o f 
w o r d s t h a t m a y n o t be f a m i l i a r t o t h e s t u d e n t s 
The throw-away spirit or the spirit of wastefulness has bccoine part of 
Amcncan life and consumption only keeps nsmg Besides, according to 
the economists, we depend so much on this wasting and buying that 
people svill probably be encouraged to consume even more in the years to 
come if the tJS economy is to prosper In other words, these marketing 
experts say that 'the average cuucn u'lll hare to step up his buying by 
nearly fifty per cent in the next dozen years, or the economy will sicken ' 
This means that the producer of household commodities, i e a television 
manufacturer, wiK have to find some new means of making furtlier siks 
since rune out of ten American homes nowadays lia\ e one television set He 
could, for instance, launch a campaign to j/iduce people to hare J second 
TV set - or one for each member of the family - or he could produce 
a TV set so sophisticated that people would wish to replace their old set 
(From Vance Packard The Wosie Makers (Pelican, 1961)) 
a) Find at least one instance of synonymy 
b) Find at least one instance of antonymy 
c) Find at least three markers of equivalence 
vVhich of these words introduce(s) 
- an example. 
- a rephrasing of what has been said before. 
- an equivalent expression 
d) Using general words to cover more specif ic ones : 
1) As an instance of 'producer of household commodi t ies ' , the v/nter 
ment ions 
H) In the text, the word 'marke t ing expert ' IS one instance (i.e it is less 
general) of what the writer meant when using the vrard 'economis t ' 
before The relation between the two words can be shown as follows 
economist — marketing expert 
Can you complete the fol lowing relat ionship' ' 
producer of household commodi t ies -» 
160 
Heading ti-(hn\quc\ 
a) H a v e t h e U S A decided anything aboL't the Teheran l iostages' ' 
b) Is It true that Sir Norman Denning has died' ' 
c) Are there any Letters or Opinions about the article on libraries that 
appeared a few days ago' ' 
d) What's on TV tonight? 
e) Is there a review of that new film with Anthony Quinn' ' 
I ) Is the new Education Bill likely to be passed"? 
2 On page 2 an article IS entitled Q U A K E N U C L E A R W A R N I N G 
You can guess it is about an earthquake in South America 
in England 
m the United States 
On page 4 a headline says RA IL C R A S H K I L L S ta 
Some (nends of yours have taken the tram to go to Scotland Would 
you get worned on their account"? 
v / E x e r c i s e s 
Specif c aim T o t r a m t h e s t u d e n t s t o u s e t h e t e x t o n t h e b a c k 
c o v e r o f a b o o k , t h e p r e f a c c a n d t h e t a b l e o f 
c o n t e n t s t o g e t an idea o f w h a t t h e b o o k l i a b o u t 
Skills iiwched R e f e r e n c e ski l l 
IVliy ' It IS o f t e n i m p o r t a n t to b e ab l e t o g e t a q u i c k i dea o f 
w h a t a b o o k is a b o u t (e g w h e n b u y i n g a b o o k o r 
c h o o s i n g o n e in the l i b r a r y ) Hcs idcs , g l a n c i n g 
t h r o u g h t h e b o o k , t h e t e x t o n t h e b a c k c o v e r , in t h e 
p r e f a c c a n d in t h e t ab l e o f c o n t e n t s g i v e s t h e b e s t 
idea o f w h a t is t o b e f o u n d in it 
You have a few minutes to skim through a book called The Rise of The 
Wove/by Ian Watt and you first read the few lines written on the back 
cover of the book, the table of contents and the beginning of the preface 
What can you tell about the book after reading them"? Can vou answer the 
questions that follow? 
1 For what kind of public was the book written"? 
2 The book is about 
• reading • eighteenth cenlury 
• novelists in the • Middle Ages 
• literature in general • nineteenth century 
3 What major wnters are considered in this book"? 
4 The mam theory of the author is that the form of the first English novels 
resulted from. 
• the position of women in society 
• the social changes at that time 
• the middle class 
I loiii ••Liinmiini In iCiuuniit; 
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p u b l i s h e d by P e n g u i n B o o k s ConUnts 
in these studies o l De loe H icha foson and 
f i e l d i n g loves l iga tes the reasons why 
the ihree n ia in early e igh teen ih century 
noveltsts wrote m the way they did - a way 
resui l ing ui l i rnately m the mode rn novel o( ihe 
presenf <JaY Tito ^ jsg pi ihe mtddle ci^ss and ol 
cconOfTi'C individualisnrj the ph i losoph ica l 
innovat ions o l the seventeenth century 
complex changes m the soc ia l pos i t ion o' 
women these are some of iho fac tors he f inds 
under ly ing an ago w h i c h p r o d u c e d the authors ot Robinson Cfusoo Pamela and JomJonos 
An impor'tanf c o m p e n d ' o u s work of inqu i r ing 
scholarsf^'P ' ^ c a s an academic 
cnt ic who in l ively and suggest ive de ia i l is able 
10 assemble round his novel is ts the ideas dnd 
fuels among wh ich ihcy w o r k e d 
V S Pr i ichei t m the New S/a /Cf /Mi / j 
This book IS a l together sat is fy ing w i i hm the 
wide f ramework of i ls scheme and cor lamly a 
major con t r ibu t ion to Ihe sub jec t in some 
respects the n^ost br i l l iant that has appeared 
Every page o l Dr Watt s admi rab ly w n t i e n 
book repays study as en l i ven ing and ennchmg 
llie works the purpor t ol wh/Ch we a r t loo often 
incl ined 10 take lor g ran ted - 7hQ Times 
Educadonal Supplement 
Cover dfeS by CJ'uce RoOcrfSon 
UniUdKirtgdomCt SO 
Aut l t t l i iU 9S{r«co(nmindid) 
Cin<d«l3 SS 
1S£N Q U 
02 UIQ I 
bre - 1 . , e 
Preface 7 
1 Real ism and the Nove l F o r m 9 
a r i i c Read ing Publ ic a n d Uic Rise o f l l t c No^.t.1 J8 
3 liobiiison Crujoi, I n d i v i d u a l i s m , and l l i t N o v e l 6G 
4 Dcfoc as N^ovclist riaiuufs 104 
5 Love and the Nove l Panula 152 
6 Pr ivate Elxpcnencc a n d t i ie Nove l 197 
7- R i cha rdson as Novel is t CImsja 23G 
0 F ie ld ing a n d the L p i c T h e o r y o f t l ic N o \ c l 272 
9 1 le ld ing as Novel is t fomjoiui 296 
10 Rea l ism and the La te r T r a d i t i o n a No te 330 
Index 3Vj 
Preface 
IN 1938 I began A s tudy o f the re la t i on between the g r o w t h 
o f i h c read ing p u b l i c a n d the cn ic rgcnec o f i l i c nove l m 
e igh teen l l i c c n f u r y L n g l a n d , a n d jn 1917 11 even tua l l y look 
sl iapc a5 a j^ellowsJup Disscr tauon /"or St John '4 Col lege, 
C a m b n d g e T w o w ide r p rob lems, however , r e m a i n e d unre-
soKed Defoe, K i cha idso i i , and I l e ld jng were no d o u b t 
a f lco ied by iJie chan^e i in the read jng pub l i c o f t l ie i r U n i t , 
bu t i l i c t r woil^s a r t s u r t l y i n o r t p ro found l y c o n d i t i o n e d by 
ihe new e l in ia tc o f Jocial m d n ora l t x p t r i c n c c w l n c l i l i i t y 
a n d lUcir t i j , U t t e n t h c c n i u r y readers shared N o r c o u l d one 
say m u c h about how tins was connected wi tJ i the cnvergtncc 
o f tJic new l i te ra ry f o r m wu i i ouc decichng w h a t the nove l 1 
d is t inc t ive l i t e ra ry features were a n d arc 
5 The different chapters are ar ranged - chror^ologically 
- themal ical ly 
6 What kind of inHuence did the l i terature descr ibed in this book have'? 
7 DOGS tho book have an index'? 
8 Does the book have a glossary'? 
3.3 Anticipation 
Exercise 1 
Specific anil T o c n c o u r a g c t h e s t u d e n t s t o t h i n k a b o u t t h e t h o n i ' . 
o f t h e p a s s a g e b e f o r e r e a d i n g it ( p s y c h o l o g i c a l 
s e n s i t i z i n g ) 
ICXi. 
I I • H O W T H E A I M I S C O N V E Y E D 
1 Aim and function of the text 
1.1 Funct ion of the text 
Specific aim' To train the students to rccognizo the junction ol 
tlic text 
Skills iiwoli'cd: Understanding tlie conimunic.itive \Mhie ol'tlie 
text. 
Why? It IS impossible to unclerst.iiui .1 text it one is not 
aware of its function When (oiifronteil by ,1 new 
text students sliould be eiKour.i^etl to find out its 
function/ir^f The origin of the dotunient, its 
presentation and layout are usually \'erv helplul in 
determining its function, .is can be seen in this 
exercise 
Match the following passages and their (unction 
Wc Rcciucs: [he Pleasure of your Cnmluuw 
cic a Parly 
which will be j^iven 
at 2 1 P o M c SiHdr, bmdovK 
on 
DO NOT USE K2f ON. 
dceUte • chjmois • iuf • 
lalex • lu th€( • plastic - fyb-
bcf • suede • varnished suf 
laces • iailie (nyon & cotton 
blend) • salin (rayon) • rayon 
• waterprooted tabncs 
Persuasion 
Warning 
Giving information 
Giving directions 
Invitation 
Request 
Admnsjon A l t h o u g h the M u s e u m of Fine A n s is a pub l i c 
m u s e u m , it is sus ta i ned n o t by g o v e r n m e n t f u n d s but by 
i n d i v i d u a l s u p p o d M e m b e r s h i p subsc r i p t i ons , g i f t s and 
a d m i s s i o n cha rges sus ta i n th is o u t s t a n d i n g cu l t u ra l 
resource 
Hourt Tuesday 10 to 9, W e d n e s d a y t h r o u g h S u n d a y 10 to 
5 C losed M o n d a y s . N e w Year's Day. J u l y 4. Labo r Day 
Thanksg i v i ng D e c e m b e r 24. a n d D e c e m b e r 25 
Weekly Events «nd Schedule Changes Dia l A N S W-E R S 
{?G7 9377) for a r e c o r d e d l i s t i ng For fu r tho r i n f o r m a t i o n 
ca l l the M u s e u m at (617) 267 9300 
Parking Ava i l ab l e of f M u s e u m R o a d ad jacen t to the 
b u i l d i n g 
Bal four ADs'^.f/ioT-u; v: 
k/AWTCP 
paiAsu: esb/yi ^ 
f'o^ A f*thxi ^ a^icrt coi^f>LZ. Uceuo^T PQO^/PCP PfiCy^C SSI 0090 
Un.(iu«' «U liMJUS Sjljih ^ nd du'SMn^ js \oup nidux al 
Ifo/rn VOKU'I |ui(e and h.-jlihy Al\o hot 
('.is^ i njU'S nu< li <JS t'KKP'dnt p.uim^ ij»>.i ,4nd 
Addresu's 
1 j4S Avcnui" ol (hf Afnt'fiC4S 
(^ Sth Si between n^d 7th Avenocv) 
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II I It'll' till iiiiii i\ coinu ] (il 
will f imilnrizc the. stuclints wirh tlu d i l k u i u pi)ssihilitn.s dl 
convLymg T iiKssinc (i. g use ol ( omp u I\(MI (diuiist i s i m p k s ) 
!-> wc.II Ts with chc most common i\ |H s I )U \|Mnsuins li \\ ill tin. n 
bL casici for the stiukiu to gnsp tin. huk i il oi i; im/ ition ol i u \ ui 
cc\t 
^ / E x e r c i s e 2 
Spicitic iviii 
SLilh iiwi'li'iil 
Why> 
T o t n i n t h t s tu t iL i i t s t o c o n s i i l c r t h i s t r u t t u n ukI 
c o i i c r c i i c t . o f a p i s s i i ^ i 
U n d ( . r s t a n d i n g rcl i t i o n s b c t u tt-ii p ii ts o l i ti. \ t 
111 t h i s c x c r c i s c s t u d u u s irc i s k c d t o t m d m i t s^  hic h 
s c n t c i i c c IS o u t o l pi i t i in t l u p i i i g r i p h 1 h i s w ill 
o b l i g t t h e m t o c o n s i d i . i t l u t o p u o l tin. p iss i m ind 
t o h i i d o t i t ( i ) W I K I I K I ill si.iiti.iK(.s u l U I t o t i n s 
t o p i c , a n d (b) w h c t l i L i tin. s c i i t i n t c s t o l l o w i. u h 
o t h e r i i a t t i r a l l y m d lot;K i lK 
Read the fol lowing passages and in each o( them under l ine the sentence 
which does not belong 
III 1 M6 uhen ihi. was 19 Mirv WolUsuiimr ili is m i\ iiii, m 
Suitzerlaiul with ln.r luttiri. luiibiiul S lu lkx- nul I (ml li\n 11 llu\ 
had read Gerinaii short stories and dciided td ir\ to v\ rite their ow n I IK 
result uas a tale" u ritteii by Mir^ ind ci lied I r iiikeiisit in 11 is tlu si 01 \ of 
1 scientist \eho creates a monster uhicli \wll eveiutijll) desirci) iis M IKH 
It was probihK one ol the first works ol science liction M ir\ s iiii ilu 1 
Mary Ciodwin had been one ofthe lirsi kininists 
Mandrakes ire plants that grow in Southern Luropc People used K 
associate them with magic and witchcraft M indr ikc juicc u js used In 
witchcs 111 lotions supposed to cause lulluein itioiis 1 he How c rs ol ilic 
mandrake are white and the berries briglu \cllov\ Accordini, to popul ir 
belief mandrake roots induced fertility in w onicn md ilsoL,reu uiulei ihe 
gallows after a man had been lunged 
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IV ihc icM 
chc i r a n s w e r s ui p . i i r i b e f o r e ' c o r r e c t i n g ' t h e e x e i c i s c s w i t h t h e 
w h o l e g r o u p . 
E x e r c i s e 2 
Siiccifu aim. T o h e l p t h e s t u d e n t s t o u n d e r s t a n d t'ne wruci ' s 
i n t e n t i o n a n d a t t i t u d e 
Skills iiH'fllveii- U n d e r s t a n d i n g t h e c o m m t i m c a t i v c v a l u e ot t h e rc \ t 
a n d o f t h e s e n t e n c e s . 
I n t c r p i e t i n g t h e t e x t . 
Why? If o n e fa i l s t o r e c o g n i z e t h e wr i t e r ' , s i n t e n t i o n a n d 
a t t i t u d e , o n e can e a s i l y m i s u n d e r s t a n d tin. w h o l e 
p a s s a g e , e v e n t h o u g h all t h e s e n t e n c e s luve been 
u n d e r s t o o d . It is t h e r e f o r e i m p o r t a n t t o t r a i n t h e 
s t u d e n t s t o ask t h e m s e l v e s q u e s t i o n s s u c h as t h e 
o n e s in t h i s e .xerc ise b e f o r e d e a l i n g w i t h a nioie 
d e t a i l e d c o m p r e h e n s i o n o f t h e p a s s a g e 
Dublin 
Nov 1967 
Dear Reader! 
Human beings will bccomc so used to bi.'ing cruslicd tonccliii di u u'licn 
they arc on their own, they will suffer withdrawal s) mpioms 'Doctor -
I've got to get into a crowded train soon or I'll go mad ' So, special N I i S 
assimilated rush hour trains will be run every other .Sundas for patients At 
9 o'clock on that morning, thousands of victims will crowd platforms 
throughout England, where great electrically powered Crowd 
Compressors will crush hundreds of writhing humans iiuo trains, tintil 
their eyes stand out under the strain, then, even more wretches are forced 
in by smearing them with vaseline and sliding them in sideways between 
legs of standing passengers The doors close - any bits ofclothiin;, ears or 
fingers arc snipped o f f . To add to the sufferers' reliefgreat clouds ofstale 
cigarettc smoke are pumped into the carnages The patients start to cough, 
laugh and talk. They're teelmg better already. But more happiness is on its 
way. The tram readies So m.p.li,; at the next station the driver slams the 
brakes on shooting all the victims up to one end of the carriages 
Immediately the doors open, and great compressed air tubes loaded with 
up to 100 passengers arc fired into the empty spaces, this goes on until the 
rubber roofs of the carriages give upwards, and the lumps you see ate yet a 
second layer of grateful patients. Off goes the tram, and one sees the relief 
on the travellers' faces. Who wants LSD when you can get this' Ah' you 
say, the train can't possibly take any more. Wrong' At the ne.xt stop the 
train is sprayed with a powerful adhesive glue, and fresh passengers stuck 
to the outside, and so, crushed to pulp, pop-eyed and coughing blood, the 
train carries out its work of mercy. Those who are worried about their 
children's future in the 20th century need not fear We arc prepared 
(From Spike Milligan- The Bedside Mdhnan (Star, 1979)) 
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Willi I iiiuiuion 
1 Recognizing type o! texts 
After reading this passage can you tell whether it is 
• a letter to the editor 
• a passage from a novel 
• a passage from a science-liction story 
• a passage from a textbook on socioloay 
C a satire on rrodern society 
• a passage from a horror story 
2 The authors intention 
What is the author s intention in this passage' ' (There may be more than 
one answer) 
• to amuse the reader 
• to predict what the future will be lii\e 
• to shock the reader 
• to reassure the reader about the I jture 
1} to criticize society 
Z '0 teach us something about " c ' 
3 fn: ajthors attitude 
In this passage you can feel that the author s attitude towaros Ina 
human beings he describes is one of 
• indiflerence 
• sympathy 
• pity 
• admiration 
• anxiety 
• detachment hiding concern 
• criticism 
4 Tone 
Write a, b or c in front of the following sentences according to what you 
think the tone of the sentence is 
a) matter of fact 
b) humorous 
c) ironic 
'Human beings will become so used to being crushed together that 
when they are on their own, they will suffer withdrawal symptoms 
'The patients start to cough, laugh and talk 
'They're feeling better already 
'Ah' you say, the tram can t possibly take any more 
'We are prepared 
Exerc ise 3 
Specific (iiii; 
Skills iiwolved 
Same as for exercise 2 but w i t h a series o f cr i t ical 
j u d g e m e n t s i m p l y i n g ei ther app rova l or 
IW iy ' d i sapprova l 
Here are different sentences all taken from critical articles Decide which 
ones imply disapproval and which ones, on the contrary carry praise 
a) Of all the so-called How To books in existence Mr Hollingsworth s 
How To Dnve a Steam Locomotive is surely the most discouraging 
OBSERVATION 
SCHEDULE 
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COLT (Communicative Orieintatloii 
Lanaguge Teaching) category definitions 
COLT Observation Scheme: Definition of Categories 
The COLT observation scheme is divided into two parts Part A descnbes classroom events at the 
level of episode and activity, while Part B analyzes the communicative features of verbal exchanges 
between teachers and students or among students themselves as they occur within each activity 
Part A Classroom Events 
I Activity 
The first parameter is open-ended, no predetermined descriptors have to be checked off by the 
observer Each activity and its constituent episodes are separately described e g , drill, transla-
tion, discussion, game, and so on (separate activities), alternatively, teacher introduces dialogue, 
teacher reads dialogue aloud, students repeat dialogue parts after teacher (three episodes of one 
activity) 
II Partcipant Organization 
This parameter descnbes three basic patterns of organization 
A Whole Class 
1 Teacher to student or class, and vice versa (One central activity led by the teacher is 
going on, the teacher interacts with the whole class and/or with individual students ) 
2 Student to student, or student(s) to class (Students talk to each other, either as part of the 
lesson or as informal socializing, one central activity led by a student may be going on, 
e g , a group of students act out a skit with the rest of the class as the audience) 
3 Choral work by students (The whole class or groups participate in the choral work, 
repeating a model provided by the textbook or teacher) 
B Group work 
1 All groups at work on the same task 
2 Groups at work on different tasks 
C Individual seat work (Students work on their own, all on the same task or on different tasks ) 
D Group/individual work (Some students are involved in group work, others work on their 
own ) 
HI Content 
This parameter descnbes the subject matter of the activities, that is, what the teacher and the stu-
dents are talking, reading, or wnting about or what they are listening to Three major content 
areas have been differentiated, along with the category Topic Control 
A Management 
1 Procedural directives 
2 Disciplinary statements 
B Expliat focus on language 
1 Form (explicit focus on grammar, vocabulary, or pronunaation) 
2 Function (explicit focus on illocutionary acts such as requesting, apologizing, ana 
explaining) 
3 Discourse (explicit focus on the way sentences combine into cohesive and coherent 
sequences) 
4 Sociolmguistics (explicit focus on the features which make utterances appropnate for 
particular contexts) 
C Other topics (the subject matter of classroom discourse, apart from management and explicit 
focus on language) 
1 Narrow range of reference (This subcategory refers to the immediate classroom environ-
ment and to stereotyped exchanges such as "Good morning" or "How are you'" which 
have phatic value but little conceptual content Included in this category are routine 
classroom references to the date, day of the week, weather, and so on ) 
2 Limited range of reference (Topics in this subcategory refer to information beyond the 
classroom but still conceptually limited movies, holidays, school topics such as extracur-
ncular activities, and topics which relate to the students' immediate personal and family 
affairs, e g , place of residence, number of brothers and sisters, and so on) 
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3. Broad range of reference (Topics of broad range go well beyond the classroom and 
immediate environment and include reference to controversial public issues, world 
events, abstract ideas, reflective personal information, and other academic subject mat-
ter, such as math or geography.) 
D. Topic control (Who selects the topic that is being talked about—the teacher, the student, or 
both?) 
rv. Student modality 
This section identifies the various skills involved in a classroom activity. The focus is on the stu-
dents, and the purpose is to discover whether they are listening, speaking, reading, or writing, or 
whether these activities are occurring in combination. The category Other covers such activities 
as drawing, modeling, acting, or arranging classroom displays. 
V. Materials 
This parameter describes the materials used in connection with classroom activities. 
A. Type of materials 
1. Text (written) 
a. Minimal (e.g., captions, isolated sentences, work lists) 
b. Extended (e.g., stories, dialogues, connected paragraphs) 
2. Audio 
3. Visual 
B. Source/purpose of materials 
1. Pedagogic (specifically designed for L2 teaching) 
2. Non-pedagogic (materials originally intended for nonschool purposes) 
3. Semi-pedagogic (utilizing real-life objects and texts but in a modified form) 
C. Use of materials 
1. Highly controlled (close adherence to materials) 
2. Semi-controlled (occasional extension beyond the restrictions imposed by the materials) 
3. Minimally controlled (materials as a starting point for ensuing conversation, which may 
cover a wide range of topics) 
Part B: Communicative Features 
I. Use of target language 
A. Use of first language (LI) 
B. Use of second language (L2) 
II. Information gap 
This feature refers to the extent to which the information requested and/or exchanged is unpre-
dictable, i.e., not known in advance. 
A. Requesting information 
1. Pseudo (The speaker already possesses the information requested.) 
2. Genuine (The information requested is not known in advance.) 
B. Giving information 
1. Relatively predictable (The message is easily anticipated in that there is a very limited 
range of information that can be given. In the case of responses, only one answer is pos-
sible semantically, although there may be different correct grammatical realizations.) 
2. Relatively unpredictable (The message is not easily anticipated in that a wide range of 
information can be given. If a number of responses are possible, each can provide differ-
ent information.) 
III. Sustained speech 
This feature is intended to measure the extent to which speakers engage in extended discourse 
or restrict their utterances to a minimal length of one sentence, clause or word. 
A. Ultraminimal (utterances consisting of one word—coded for student speech only) 
B. Minimal (student utterances consisting of one clause or sentence, teacher utterances consist-
ing of one word) 
C. Sustained speech (utterances longer than one sentence or consisting of at least two main 
clauses) 
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rV. Reaction to code or message 
This feature refers to a correction or other expHcit statement which draws attention to the lin-
guistic form of an utterance. 
Y. Incorporation of preceding utterances 
A. No incorporation (no feedback or reaction given) 
B. Repetition (full or partial repetition of previous utterance/s) 
C. Paraphrase (completion and /or reformulation of previous utterance/s) 
D. Comment (positive or negative comment on, but not correction of, previous utterance/s) 
E. Expansion (extension of the content of preceding utterance/s through the addition of related 
information) 
F. Elaboration (requests for further information related to the subject matter of the preceding 
utterance/s) 
VI. Discourse initiation 
This feature measures the frequency of self-initiated turns (spontaneously initiated talk) by stu-
dents. 
VII. Relative restriction of linguistic form 
A. Restricted use (the production or manipulation of one specific form, as in a transformation or 
substitution drill) 
B. Limited restriction (a choice of more than one linguistic form but in a very narrow range, 
e.g., responses to yes/no questions, statements about the date, time of day, and so on) 
C. Unrestricted use (no expectation of any partiailar linguistic form, as in free conversation, 
oral reports, or personal diary writing) 
(Frohlich, Spada, and Allen (1985:53-6) 
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B Foreign Language interaction 
analysis (FLint) system 
a U 2 w P J u. 2 
H 
U UJ 
Di 
D 2 
1. 
2. 
2a. 
3. 
3a. 
4. 
DEALS WITH FEELINGS: In a non-threatening way, accepting, discussing, 
referring to, or communicating understanding of past, present, or future 
feelings of students. 
PRAISES OR ENCOURAGES: Praising, complimenting, telling students 
why what they have said or done is valued. Encouraging students to con-
tinue, trying to give them confidence. Confirming answers are correct. 
JOKES: Intentional joking, kidding, making puns, attempting to be 
humorous, providing the joking is not at anyone's expense. Unintentional 
humor is not included in this category. 
USES IDEAS OF STUDENTS: Clarifying, using, interpreting, summarizing 
the ideas of students. The ideas must be rephrased by the teacher but still 
recognized as being student contributions. 
REPEATS STUDENT RESPONSE VERBATIM: Repeating the exact words of 
students after they participate. 
ASKS QUESTIONS: Asking questions to which an answer is anticipated. 
Rhetorical questions are not included in this category. 
m U 2 w D 
w 
K : 
3 
5. GIVES INFORMATION: Giving information, facts, own opinion or ideas, 
lecturing, or asking rhetorical questions. 
CORRECTS WITHOUT REJECTION: Telling students who have made a 
mistake the correct response without using words or intonations which 
communicate criticism. 
GIVES DIRECTIONS: Giving directions, requests, or commands which 
students are expected to follow. 
DIRECTS PATTERN DRILLS: Giving statements which students are ex-
pected to repeat exactly, to make substitutions in (i.e., substitution drills), or 
to change from one form to another (i.e., transformation drills). 
CRITICIZES STUDENT BEHAVIOR: Rejecting the behavior of students; 
trying to change the non-acceptable behavior; communicating anger, dis-
pleasure, annoyance, dissatisfaction with what students are doing. 
7a. CRITICIZES STUDENT RESPONSE: Telling the student his response is not 
correct or acceptable and communicating by words or intonation criticism, 
displeasure, annoyance, rejection. 
5a. 
6. 
6a. 
7. 
8a. 
9. 
STUDENT RESPONSE, SPECIHC: Responding to the teacher within a 
specific and limited range of available or previously shaped answers. 
Reading aloud. 
STUDENT RESPONSE, CHORAL: Choral response by the total class or part 
of the class. 
STUDENT RESPONSE, OPEN-ENDED OR STUDENT-INITIATED: 
Responding to the teacher with students' own ideas, opinions, reactions, 
feelings. Giving one from among many possible answers which have been 
previously shaped but from which students must now make a selection. 
Initiating the participation. 
10. SILENCE: Pauses in the interaction. Periods of quiet during which there is 
no verbal interaction. 
10a. SILENCE-AV: Silence in the interaction during which a piece of audio-vis-
ual equipment, e.g., a tape recorder, filmstrip projector, record player, etc., is 
being used to communicate. 
11. CONFUSION, WORKORIENTED: More than one person at a time talking, 
so the interaction cannot be recorded. Students calling out excitedly, eager 
to participate or respond, concerned with task at hand. 
11a. CONFUSION, NON-WORK-ORIENTED: More than one person at a time 
talking, so the interaction cannot be recorded. Students cut-of-order, not 
behaving as the teacher wishes, not concerned with the task at hand. 
170 
12. LAUGHTER: Laughing, giggling by the class, individuals, and/or the teacher. 
e. USES ENGLISH: Use of English (the native language) by the teacher or the 
students. This category is always combined with one of the 15 categories 
from 1 to 9. 
n. NONVERBAL: Nonverbal gestures or facial expressions by the teacher or 
the student which communicate without the use of words. This category is 
always combined with one of the categories of teacher or pupil behavior. 
(Moskowitz 1971:213) 
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GLASS ROOM QBSERVAHQM SCHEDULE 
I . BASIC INFORMAIION: 
Name of Institution: 
Class Section No, of Students 
Teacher's Name 
Subject _Jiate Day Period 
H - OBJECTIVES OF TEACHING: 
Broad -
Narrow -
III-MATERIALS-
i . Type : Story, Essay , Dialogue 
ii .Content: (Summarize in £5)proxinate 50 words) 
i i i . Style-formal/info nnal 
IV-Language: Vocabulary (Common core/Technical) 
i i . Syntax 
V_ Selection & gradation: 
IV- PRE-TEACHING: anecdote, Joke, questioning, providing background 
info mat ion, dealing with important vocabulary and structure, 
V- MAIN TEACHII^ G: 
(l)Beginning 
VI- Use of blackboards 
VII-Use of L1 by teacher-
VIII-Use of L1 by Students-
IX_ Any other technique of Teaching 
X- Dealing with error-
XI- •^ Vhich V^en How 
XI- Student participation (Oral, Written e tc ) . 
XI I - Quest ion/Answer (Specify questions related to the lesson) : 
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X I I I - Discussion-
XIV- Act iv i t ies /Exercises 
INTERACTION ANALYSIS 
1) Whole Class : 
2 ) Group/pair wrk : 
3) Individual task : 
4) Students' participation in act iv i ty 
a) No. of Students 
b ) Time given to each student 
o) Manner of Participation 
5) Feedback given by the teacher 
6) E jq j l i c i t focus on language : 
a) Form : (grammar, vocabulary, pronounciation) 
b ) Function :(e:5q3licit focus on functions such as 
requesting, apologizing, ejqDlaining -
c) Discourse:(explicit focus on the way sentences combine 
into cohesive and coherent sentences. 
d) Sociolinguistics: expl ic i t focus on the features which 
make utterances appropriate for particular social 
untexts)• 
7- in fect ive aspects of teaching: 
i . Praise or encouragement 
i i . Accepting ideas of students 
i i i .He lp ing the students in asking questions 
-170O. 
i v ) Lecturing : (g iv ing facts or opinions about content or 
procedure, expressing his own ideas, asking rhetorical 
questions-
v) Giving directions and commands 
v i )Cr i t i c is ing 
vii)Pedagogic Principles 
a) Principles of G/T method 
b) Principles of ALM 
c ) Principles of CLT 
APPENDIX - II 
MATERIALS 
USED BY 
TEACHERS 
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MATERIAL USED BY TEACHER 'A« 
Subject Engineering,General 
Type of Writing Ebqjlanation 
EFFICIENCY IN ENGINEERING OPERATIONS (OPTIMUM 
CONVERSION ) 
UnliJte the scientist, the engineer is not f r ee to select 
the problem which interests him; he must solve the problems 
as they arise, and his solutions must sat is fy conflicting 
requirements. Efficiency costs money, safety adds conplexity, 
performance increases weight. The engineering solution i s 
the optimum solution, the most desirable end result taking 
into account many factors. I t may be the cheapest for a 
given performance, the most reliable for a given we i^ t , 
the sii^jlest for a given safety, or the most e f f i c ient for 
a given cost. Engineering is optimizing. 
To the engineer, e f f ic iency means output divided by 
ir^ut. His ;3ob is to secure a maximum output for a given 
input or to secure a given output with a minimum input. 
The ratio may be expressed in terms of energy, materials, 
money, time, or men. Most commonly the denominator is 
money; in f a c t , most engineering problons are answered 
ultimately in dollars and cents. Ef f ic ient conversion is 
accoii5)lished by using e f i i c i en t methods, devices, and 
personnel organizations. 
The emphasis on e f f ic iency leads to the large, 
conplex operations viiich are characteristic of engineering. 
The processing of the new antibiotics and vaccines in the 
test-tube stage belongs in the f i e l d of biochemistry,but 
when great quantities must be produced at low cost, i t 
becomes an engineering problem. I t is the desire for 
ef f ic iency and economy that di f ferentiates ceramic engin-
eering from the work of the potter, t ex t i l e engineering 
from weaving and agricultural engineering from farming. 
Since output equals input minus losses, the engineer 
must keep losses and waste to a minimum. One way is to 
develop uses f o r products which otherwise would be waste. 
The work of the chemical engineer in u t i l i z ing successively 
greater fractions of raw materials such as crude o i l is 
well known. Losses due to f r i c t i on occur in every machine 
and in every organization. Ef f ic ient functioning depends 
on good design, careful attention to operating d i f f i cu l t i e s , 
and lubrication of rou^ spots, whether they be mechanical 
or personal. 
172 
The raw materials with which engineers work seldom 
are fomd in useful forms. Bagineering of the highest type 
is required to conceive, design, and achieve the conversion 
of the energy of a turbulent 'mountain stream into the 
powerful torque of an e lec t r i c motor a hundred miles away. 
Similarly many engineering operations are required to 
change the sands of the seashore into the precise lenses 
which permit us to observe the microscopic amoeba' in a 
drop of water and study the giant nebula in outer space. 
In a certain sense, the successful engineer is a malcon-
tent always trying to change things for the better. 
Assignments -
1. The extract above has been taken from a book 
whose objective is to introduce engineering as 
a career to beginning students of that discipline. 
Consult your ^ e c i a l i s t teachers or , better s t i l l , 
a practising ^ e c i a l i s t about the career oppor-
tunit ies, d i f ferent specializations, duties and 
responsibil it ies pf your own discipline,Give an 
oral report in English of your investigation to 
the rest of the class vdio should then ask questions, 
2, In l ines 19-25 i t is stated that any problem 
involving the low-cost production of large 
quantities of any item is an engineering problem 
even if the item i t se l f originated in the work of 
other disciplines, E}q)lain"how any given result of 
(a ) medical research, (b) agricultural research, 
( c ) nuclear physics, (d) optical research is 
l ike ly to need solutj-ons requiring the skil ls of 
an engineer. 
3. Explain in detail why (a ) ' e f f i c i ency costs money' 
(b ) 'safety adds complexity' , ( c ) 'performance 
increases w e i ^ t ' ( l 1 , 3 - 5 I s the always true? 
Interview a practising engineer and give an 
abstract in English of his reply, 
4, In l ines 5-6 i t is stated that the engineering 
solution to most problems is the 'most desirable 
end result taking into account many factors ' . 
Does this epply to your own discipline? I f so, 
explain in vliat way. 
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PREVENTATIVE SOCIOLOGY 
Sociologists have tried to reach beyond the •weighing and 
measuring' of social problems to an understanding of the 
social context in v\iiich they are generated.Charles Booth's 
great 'Survey of London L i f e and Labour'(1889-1903) is a 
classic example of this kind of work. He tr ied to discover 
how i t was that an industrial system which created great 
wealth nevertheless forced nearly one-third of the population 
of the richest city in the world to l i ve in 'a state of 
chronic want'. As the t i t l e of the Survey implies, to 
understand poverty 'we need to begin with a true picture of 
the modern industrial system'. 
Although i t deals with a very d i f f e rent kind of 
socialproblem, the recent study of t r a f f i c in towns (Traf f ic 
in Towns: a Study of the Long-term Problems of T ra f f i c in 
Urban Areas, 1964) made by Professor Buchanan and his colle-
agues i l lustrates the same sh i f t of focus from the probloa 
i t se l f to the system in which i t is generated,The argument 
of the report begins with a simple enou^ point: 'Vehicles 
do not move about the roads f o r mysterious reasons of their 
own. They move only because people want them to move in 
connection with the act iv i t ies v^ i^ch they (the people)are 
engaged in. T ra f f i c i s therefore a 'function of act iv i t i es ' 
and because, in towns, act iv i t ies mainly take place in 
buildings, t r a f f i c in towns is a 'function of buildiJcigs', 
The implications of this line of reasoning are inescapable; 
the movement of t r a f f i c throu^ the streets of a town cannot 
be understood without taking into account the ac t i v i t i es 
which take place in the buildings which l ine them; to get at 
the roots of the t r a f f i c problem v/e must approach i t through 
the social and economic factors which determine the v/ays 
in viiich ac t i v i t i es (and buildings) are arranged in our towns. 
These two studies may also be given as exan^jles 
of the way in which social research can throw l i ght on the 
connections between 'social problems' and other tendencies 
in our society which are widely accepted as normal and good, 
A ' f r ee labour market' was, in Booth's time, regarded as 
economically desirable-but vhat i f i t could be shown that 
i t forces a certain proportion of the labour force to l ive 
in poverty? Is t r a f f i c congestion an inevitable consequence 
of giving f r ee rein ( i . e , complete l iberty ) to the economic 
forces v^ hich shape our cit ies? Other examples may be given. 
Is the growing economic independence of women one factor in 
the increase of the divorce rate? Does the crime and delinquen-
cy rate necessarily increase i f repressive l ega l sanctions 
are relaxed? In trying to answer questions of this kind the 
sociologist i s drawing attention to some of the undesirable 
' s ide-e f fects ' of social developments vihich are otherwise 
widely considered to be desirable. 
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KllNiG, M.D, 'Sociology' , The Social Sciences, ed.D.C.Marsh, 
Routledge. 
Assignments : 
1. Why is the extract entitled 'Preventative 
Sociology'? 
2, Explain clearly in Eh^ish how you wiold 
set up a properly controlled investigation 
to discover whether there was any connection 
in your country between poverty and some other 
social phenomenon (e .g . crime, absenteeism 
from work, alcoholism, the profession of any 
particular po l i t i ca l or religious views, e tc . ) , 
^ a t controls would you use 7 
3, By rearranging the buildings in your c i ty , 
show how you could reduce the volume of t ra f f i c 
needed for i ts day-to-day woxit. Prepare a 
rough diagram of your solution, and give a 
clear e;q)lanation to the rest of the class 
in iihglish. The l a t t e r should then ask cr i t ical 
questions, 
4. Describe some undesirable s ide-e f fects of 
social developments which are otherwise 
considered to be desirable. 
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Subject Biology 
TYPL On' WRITING H I^ST.-iUGTia^ S/ 
HYPOTHiiSIZING 
BACKGROUND J 
Microorganisms, especially the actionmycetes, 
produce a variety of antibiotics,As a result, they have been 
studied very extensively, especially by industrial research 
laboratories. But althou^ higher plants are known to 
produce antimicrobial substances, much less vrork has been 
done on them. 
Most of the work with plants has been concerned 
with the leayes, stems , roots, f ru i t or bark.Relatively l i t t l e 
e f f o r t has been devoted to 'the seeds, A few investigators 
have examined seeds, and their data indicate that seeds may be 
a good source of antimicrobial substances. Some variet ies of 
seeds are resistant to mold growth in gemination tests while 
other seeds are highly susceptible.This is additional evidence 
that seeds contain substances inhibitory to microorganisms. 
SUGGiiSTED APPROACH 
This study could take any one of several direction; 
I f a large variety of seeds is collected, a general survey 
f o r the presence of antimicrobial substances could be carried 
out. This mi^ t indicate vAiether the presence of such subst-
ances is widespread in seeds, or whether they are restricted 
only to certain types of seeds.As described in Reference 6 , 
such a survey can be made using simple techniques, without 
extracting the antimicrobial substances from the seeds. 
Perhaps a more intensive study can be made of one particular 
substance found in one variety of seed. The antimicrobial 
spectrum of the substance could be determined by testing its 
effectiveness against vsirious types of bacteria, years and 
molds. 
For a student v4io is more chemically minded, 
there Is the challenge of extracting, isolating and purifying 
the antimicrobial agent,To do this, i t v^ould be necessary 
to work out a method of extraction which does not destroy 
the substance.Try solvents such as chloroform, di lute acid, 
dilute base, neutral salt solution, acetone, etc . I t might 
be worthvffiile to attempt several extraction procedures, and 
f i na l l y sel ct the one which proves to be the most e f fect ive , 
COmENTS ON DIFFICULTIES AND E'QUIPMENT NEjEDS 
Solvents such as chloroform or alcohol and 
acids and bases have antimicrobial properties. You must 
be careful not to confuse this e f f e c t with the substances 
extracted from seeds. The solvents may be ev^orated from 
the extracts and the residues tested for act iv i ty . Acidic or 
basic solutions may be neutralized before they are tested. 
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Antimicrobial agents are often rather unstable compounds, 
and treatment with heat or with stgong acids and bases 
should be avoided. 
You should be famil iar with the basic bacter-
io log ical techniques such as the preparation of culture 
media, s ter i l i zat ion, culture transferring and maintenance 
and aseptic technique i:iquipment such as petr i dishes, 
bacteriological test-tubes, f lasks, a sterilizex^ or pressure 
cooker, and a bunsen burner or alcohol burner are required. 
The equipment required for the extraction of 
anti-microbial agents from seeds would include such items 
as mortar and pest le , beakers, funnels, f i l t e r s , pipettes 
and volumetric cylinders. The extraction can be done with 
simple equipment. Since these extracts wil l be tested 
bacteriological ly, they should be as f ree from contamina-
ting microoi'ganisms as possible. 
I f you decide to study the antimicrobial agent 
chemically, i t would be advisable to have the advice of a 
chemist in planning the e^eriments, especially in purifying 
and concentrating the active substance, 
REFEREKCSS 
( A l l except No,6 omitted here) 
6, FiiRH^CZY, L,1956. 'Antibacterial substances in seeds'. 
Nature, 178, 639-640, 
Research Problems in Biology, Series 4, Double day. 
Assignments : 
1, What are the meanings of the following items which appear 
in Reference 6(11,59-60; 1956; Nature, 178,639-640)? For 
the benefit, say, of an English-speaking investigator 
who has arrived in your c i ty , explain spec i f ica l ly the 
dif ferent places he could ^o to in order to f i nd books 
and periodical literature in your own special i ty , 
2, Imagine you are contributing to an international textbook 
which ( l ike the UNESCO Source-book fo r scient Teaching)is 
to be used in schools and col leges vAiich do not have 
adequate sc i ent i f i c equipment: prepare clear instructions 
in Ehglish on : 
( a ) how to make a crude extract of possible 
antimicrobial substance from given seeds, 
(b ) how to test the e f f ec t of the substance 
extracted using common art ic les such 
as tins and jars instead of expensive 
laboratory equipment. 
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3. Describe clearly (so that a non-scientist would 
be able to understand); 
( a ) any of the pieces of apparatus mentioned in 11.45-50, 
(b) any of the processes l isted in 11, 43-44. 
4, The above reading passage is taken from a series of 
books viiose object is to suggest real , inportant, but 
relat ively simple projects for investigation which 
f o r investigation vdiich can be undertaken by compara-
t ive ly early-stage students of biology, so that they 
'learn by doing'. After consulting your teachers i f 
necessary, try to outline a similar type of real (periiaps 
l oca l ) investigation suitable f o r students of your o^wn 
discipline. 
Subject Medicine,Agriculture, 
Biochemistry type of writing 
Discussion 
THE RESlSTANCii; OF INSECT Pj^ STS TO INSECTICIDES 
The ultimate type of resistance is that in which the 
insect changes i t s normal physiology' so that i t is no 
longer sensitive to the insecticide,A change of this kind 
seems to be the explanation of the type of resistance 
involving a large number of chlorinated compounds l ike 
dieldrin.The mode (method ) of section of these compounds, 
hov/ever, is quite obscure, so that at present i t is 
scarcely possible to discover how insects become immune 
to them. 
Research in the past f i f t e e n years has revealeda 
great deal about the nature of resistance, but in no single 
case have we been able to overcome i t completely. In other 
words, viien resistance has developed to a particular 
insecticide, no means have been found to restore permanently 
the former effectiveness of that insecticide. 
Considering the present situation, i t may cause 
surprise, in viev/ of the large number of reports of resi-
stance from so many important species a l l over the world, 
that the impact on insect control programmes is not more 
drastic (severe). There are two reasons for th is . F i rs t ly , 
many instances of resistance are more or less localized,For 
example, dieldrin resistance in the major African malaria 
vector , Anopheles gambiae, is confined to the west of 
Afr ica, though the mosquito occurs in East and South Africa 
and is equally attacked by insecticides in thos regions. 
One may begin to hope that the genetical potential fo r 
developing resistance is lacking in some natural populations 
of pest insects. Secondly, only a limited number of species 
show resistance to the two groups of chlorinated insecticides, 
Until this double resistance develops, i t is possible to 
use either one or the other of these two classes of insec-
t ic ide and s t i l l maintain e f f ec t i ve 'control. Unfortunately, 
however, the instances of double resistance are growing . 
By 1960, twenty species of public health importance had 
developed resistance to both groups of chlorinated insecti-
cides, In addition, four species had developed resistance 
to organo-phoaphorus compounds as well-in other words, 
treble resistance. I t must, then, be concluded that resis-
tance is l ikely to become a more severe problem in the 
future than i t is at present. 
Naturally, a great deal of thou^t has been given 
to possible ways of preventing the emergence of resistance. 
One suggestion has been the use of mixtures of two different 
types of insecticide, with the idea that one of them should 
eliminate the individuals resistant to the other. This 
principle has been found useful in preventing resistance to 
antibiotics in bacteria. Unfortunately, the few practical 
t r i a l s have not been encouraging, f o r the mixtures have 
merely developed a double resistance to the two insecticides 
employed (used). 
U n i t - 1 
Strategy One 
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MAT£.RIAL UShD BY TEACHER 'B ' 
- 1 
Guessing Difficult Words 
It has often been observed that many students who read in a foreign language think lha' 
'reading' means 'understanding and/or translating every word They should realise that this is not 
so One can imagine a sit' i t ion where it is often difficult or impossible to use a dictionary when you 
are reading English e g on the bus in the examination hall or in a park Sometimes the available 
dictionary is too snnall or too old So it is important to try and read as much as possible without a 
dictionary But how"? Yes, one can understand a word 
i) from its context (i e words and sentences used before and after the word) 
ii) from Its form. 
Let us go through a few activities involving both types 
Understanding a word from its Context 
Act iv i t y 1 .1 
Look at the sentence (1) in the left hand column and guess its meaning If you fail to do so 
then think of all the possible meanings that come to your mind after reading the sentences given in 
the right hand column Do not read the sentence (2) until you have answered all the questions for 
number (1) Then do the same for ^2), and continue with all the sentences 
1 Yesterday I saw a W o p p e r g l o t Think about the word wopperglot . 
What can it mean? Your first reaction is probably 
'anything', but this is not true 
Can It mean 'water"? 
Can It mean "ove" ' 
Can It mean 'a radio programme"? 
2 It was in the street outside Any more ideas'? 
my house What can you see in the streef? 
Which of your ideas about the first sentence are now 
not possible"? 
3 It was big and white Which of these are now possible'? 
a) a kind of animaP b) a kind of tree"? 
c) a man"? d) a car"? 
4 I think it was Japanese What can you see in the street which is big 
white and Japanese"? 
5 Because It had a logo on What do you think now is the meaning of 
tne fron; • (u i j io i 
A c t i v i t y 1 . 2 
Read the loliowing sentences carefully and tick the correct meaning of the italicised words 
The options are given after each question 
1 Last time we went to Simla in the summer vacation \A/e had to stay in a dilapidated 
guest house, because all the good hotels were booked 
e x p e n s i v e , d e s t r o y e d , a i r - c o n d i t i o n e d , s t a t e of ru in 
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2. I do not like the monotonous way of reading a text. 
s imple, loud, repet i t ive , dull 
3. Garrulous people are the most disturbing in a cinema hall but they can be 
endured during a long journey. 
bor ing, ta lkat ive, sober , tall 
4. The only way to generate the interest of students is to induce variety in the course as 
well as in teaching. 
impose , in t roduce, en thuse , impart 
5. Even the bravest hunters have an eerie feeling in a jungle at night. 
a d v e n t u r o u s , uneasy, f resh, fut i le 
6. He does' not have any explanation for his despondency. I think he should see a 
psychiatrist. 
madness , i l lness, suf fer ing, d e p r e s s i o n v 
7.Eric Blair is one of the greatest writers of the 20th century. He wrote under the 
pseudonym of George Orwell. 
s ignature , pen name, surname, original n a m e 
Activity 1.3 
In the passage given below, all the words which have been blanked out are different 
forrrs of the same word. What is it ? Try to find the word from the context. The first one is solved for 
you. 
a)-Can you imagine life without ? It's almost impossible to imagine, isn't it ? It is strange to 
give more to a plant than many people have to drink. 
The word is water. 
The words which helped you decide are plant, many people have to dr ink. 
b) You can divide homes into two types : with and without . My mother and 
father's house was full of them: in the sitting room, in the kitchen (cooking , of course), 
in all the bedrooms (I had 16 shelves of them), even in the toilet. There were boxes of 
in the attic, because Ihere was no more room for them in the house. Old, new, thick, thin, 
about iove, history, geography, thrillers, novels, guide , bibles, 
encyclopaedias, with yellow pages. with only one cover, 
with no cover, each a perfect jewel, never to be lost or thrown away. 
The word is . 
The words which helped you decide are , 
c) W h e n we arrived inside, th^ had already started, and there was complete 
darkness. W e looked for a seat, but I remember the first scene of the took place at 
night, so there wasn't any light from the screen to show us where to sit. Finally, a woman with a 
torch came and helped us. It was only at the end of the (which was terrible, by the 
way) that the lights came on, and we realised we were the only people there. 
The word is 
The words which helped you decide are 
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d) People nowadays often complain about 'convenience food' - you know, food that comes in 
tins or packets - but in many ways the is the perfect convenience food It has its own 
container - though we call it a shell. You can keep it in the fridge for some time, it can be used for all 
kinds of different dishes - omelettes, cakes, pancakes - or you can have it fried, scrambled, boiled 
or poached. Of course, are full of cholesterol and probably very bad for you. But who 
cares ? 
The word is 
The words which helped you decide are 
Activity 1.4 
The following are extracts from a story. Puzzle out the meanings of the underlined words, with help 
from other words or phrases in the extract. 
Extract... 
1. Sometimes I did see individual stars, but 1 could not distiguish the constellation they belonged to 
Then dawn came and put out all my stars... 
Constellation 
Possible meaning: 
2. Then dawn came and put out all my stars and I felt my solitude more keenly. 
Solitude 
Possible meaning 
3. I could see the island distincly now. it had a fairytale beauty. A line of dancing palms stretched 
the length of its shore. Straight infront of me i could make out steep hanging cliffs, covered with 
dense greenery, and the entrance of a picturesque bay The sides of the mountain were covered in 
many different shades of green... 
picturesque 
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Possible meaning: 
4 . 1 was desperately tired and drooped in the water without moving. 
drooped 
I 
Possible meaning: . 
5. It was a gigantic wave with steep, very slowly falling crests 
I 
Crests 
Possible meaning: 
6. Around me I could see random currents of water, splashes of foam and phosphorescent spray 
all swirling about: 
phosphorescent 
Possible meaning: 
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U n d e r s t a n d i n g a w o r d f r o m its f o r m 
Act iv i ty 1.5 
Every word in the English language has a history Many English words are formed from a set of 
Latin or Greek roots with different prefixes and suffixes These roots are like building blocks They 
impart uniqueness to the word and make an interesting as well as a fascinating study Knowing 
the roots of such words may help you to remember or guess their meanings when you see them 
in the context 
I m a g i n e if y o u learn one Lat in or G r e e k root, you have a key tha t wi l l u n l o c k the m e a n i n g s 
of upto 35 E n g l i s h w o r d s . Learn one Lat in or G r e e k pref i ix a n d y o u h a v e a key tha t wi l l 
u n l o c k the m e a n i n g of upto 50 Engl ish w o r d s . Learn su f f ixes a n d y o u have the key to 
d e t e r m i n i n g w h e t h e r an Engl ish w o r d is a noun , verbs , ad jec t ive or a d v e r b s . 
Words like, pedal, pedestnan, pedestal, biped, guadraped etc have something in common It is 
the root ped which is denved from Latin word meaning foot 
E x a m p l e s : 
I You step on a pedal with your (foot) 
II A pedestrain travels on (foot) 
III A pedestal is the of a statue or column (foot) 
Given below is a list of frequently used roots along with their meanings and examples for your 
study 
R o o t M e a n i n g E x a m p l e 
1) ego 1 egocentric 
2) anthropos man anthropology 
3) optikos eye optician 
4) misein to hate misogyny 
5)psyche mind psychosis 
6) metr measure barometer 
7) osteon bone osteopath 
8 )o logy study of psychology 
9) phrenos brain phrenology 
10 )neuron nerve neurosis 
(a) C a n you think of few more examples with the same root'' 
(b) Try to make a similar list as given above with new roots (not mentioned so far) 
Act iv i ty 1.6 
Supply the proper word for each brief definition from the list given bfelow 
notonous 
egreg ious 
iconoclast 
cardiogram 
martinet 
glib 
dilettante 
graphology 
congenital 
laconic 
demagogue 
banal 
garrulous 
supercilious 
somnambulist 
pachyderm 
incorrigible 
pedagogy 
kleptomania 
psychopathic 
sphygmomanometer 
taxidermist 
pyromania 
vegetate 
m&levolent 
1) Strict disciplinarian 
2) Showing fine economy in the use of words 
3) Dabbler in the Arts 
4) Principle of teaching 
5) Thick - skinned ammals 
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6) O n e w h o fe rments political discontent 
7) S l e e p w a l k e r 
8) irresistible urge to set fire 
9 ) Irresistible urge to steal 
10) O n e w h o stuffs the skins of animals 
11) R e c o r d of hear tbeats 
12) B l o o d p r e s s u r e a p p a r a t u s 
13) S n e e r e r at tradition 
14)Tr i te a n d h a c k n e y e d in s p e e c h 
15) S t a g n a t e intellectually 
D iscuss the m e a n i n g and the root of the word with your teacher 
Activity 1.7 
R e a d both the co lumns of the table carefully and match the words with a p p r o p n a t e 
definitions 
Word D e f i n i t i o n 
Anarchist 
Atheist 
A n o n y m o u s 
A m a t e u r 
Bigot 
B l a s p h e m e 
Bibliophile 
D e a d letter 
Domic i le 
C e m e t e r y 
Epi taph 
Edible 
Emigrant 
Immigrant 
G a l a day 
Glutton 
kindergarten 
L e g a c y 
A place w h e r e d e a d bodies a re kept 
which does not bear the n a m e 
pursuing sport for p leasure 
talking disrespectful ly of severa l things 
A letter c la imed by nobody 
Place of p e r m a n e n t res idence 
A person with prejudiced rel igious v iews 
A person who does not be l ieve in G o d 
O n e w h o wants to destroy all govts 
O n e w h o is a great lover of books 
An inscnption on a t o m b or m o n u m e n t in 
m e m o r y of the d e a d 
O n e w h o settles in another cou try 
fit to be e a t e n 
O n e who leaves a country to sett le in another 
property left by Hi 
School for kids 
A day of gaiety a n d festivity 
O n e who eats too m u c h 
Activity 1.8 
Prefixes and suffixes 
A f f i x a t i o n is t h e g e n e r a l n a m e g i v e n for t h e f ix ing of a w o r d or a b a s e c a l l e d a pref ix , or a 
suf f ix d e p e n d i n g o n the i r posi t ion 
(A) Prefixes a r e w o r d s s e g m e n t s w e a d d in t h e b e g i n n i n g o f roo t w o r d s to f o r m n e w 
w o r d s P r e f i x e s a r e o f t e n u s e d to g i v e a d j e c t i v e s a n e g a t i v e m e a n i n g 
the opposi te of comfortable is "uncomfortable" T h e opposite of convenient is ' inconvenient ' 
T h e opposi te of similar is 'dissimilar' 
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Note : 'in' - becomes 'im' before a root beginning with'm' or 'p' e.g. immature , impartial 
similarly in- becomes ir- before a word begining with 'r-' and 'il-' before a word beginning with 'I-' 
e.g. irreplaceable, irreversible, illegal, illiterate. 
T h e prefix in- does not always have a negative meaning- often it gives the idea of inside or into 
e.g. internal, import, income 
Activity 1.9 
N o w complete the table by adding more words using the prefixes given in the first column. Discuss 
with your teacher you are not sure. The first one is solved for you. 
Examples Prefix Meaning 
anti against 
auto of or by oneself 
bi two, twice 
micro small 
mis badly/wrongly 
mono one/single 
multi many 
over too, much 
pseudo false 
re again or back 
semi half 
sub under 
u.ider not enough 
ant! establishment, anti aircraft 
C a n you make atleast five words with each prefix that has been left out in the above list but 
occurs in the category list. For example tr iple, t r ident , tr icycle, t r i logy 
1. . 
2 . . 
3.. 
4.. 
5. 
Discuss their meanings with your teacher. 
(B) Suffixes are added at the end of the word. They can change the word - class and the 
meaning of the word. They could be categorised according to their meanings. 
1. Common noun suffixes : 
a) -er is used for the person who does an activity, e.g writer, worker, teacher. Some 
times the -er suffix is written as -or instead of -er. e.g. actor, operator, supervisor 
b) -er/-or are also used for things which do a particular job e.g. pencil - sharpener, bottle 
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c) - e r a n d - e e c a n contrast with e a c h other m e a n i n g 'person w h o d o e s s o m e thing' ( - e r ) 
a n d 'person w h o r e c e i v e s or e x p e r i e n c e s the action' ( - e e ) e .g . e m p l o y e r / e m p l o y e e , 
s e n d e r / a d d r e s s e e 
d) - i s t [person] a n d - i s m [activity or ideology] used for people 's politics, be l ie fs a n d ideo lo-
gies, a n d s o m e t i m e s their p ro fess ion e.g. M a r x i s m , B u d d h i s r , . , J o u r n a l i s m , A n a r c h i s t , 
P h y s i c j s t 
2 . A d j e c t i v e s u f f i x : 
a ) - a b l e / - i b i e wi th v e r b s m e a n s "can b e done", e .g . d r i n k a b l e , w a s h a b l e , r e a d a b l e , 
c o u n t a b l e . E x a m p l e s wi th - i b I e : e d i b l e (can b e e a t e n ) f l e x i b l e ( c a n b e ben t ) 
3 . V e r b s : - i s e (or - i z e ) m a k e s v e r b s f r o m adject ives e .g . m o d e r n i s e , c o m m e r c i a l i s e , 
i n d u s t r i a l i s e 
A c t i v i t y 1 . 1 0 
N o w c o m p l e t e t h e g iven tab le by add ing m o r e words using the suf f ixes g iven in the first 
column. 
S u f f i x C l a s s E x a m p l e s 
- m e n t 
-ity 
- h o o d 
-sh ip 
- ive 
-al 
-ous 
-ful 
- less 
-ify 
nouns 
nouns 
abstract nouns 
abstract nouns 
ad ject ives 
adject ives 
adject ives 
adject ives 
adject ives 
verbs 
exci tement , e n j o y m e n t 
C a n y o u recal l o ther suf f ixes not m e n t i o n e d a b o v e but a re c o m m o n l y used . 
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MATEl^ AL USED BY T£AGH£R C 
Department of English,AMU, 
Aligaiii BA. /B.Sc./B.Com 2nd y 
(Conpulsory Ehglish) 
Unit I : Section A (b ) : LINKING DEVICES 
Speech and writing are used in dif ferent situations 
and hence they serve different social fmotions.Written 
communication has to overcome several handicegps as the 
receiver of the communication is not physically present. 
In order to communicate throu^ writing one has to learn: 
(1 ) certain conventions e.g. punctuation marks use of capital 
bold letters, underlining, i t a l i c i s ing , paragraphing etc. and 
(2 ) use of certain devices vsiiich aim at achieving unity and 
continuity. Just as a sentence is more than a str ing of words 
so too a paragraph is more than a string of sentence.The 
sentences within a sentence are inter related and so too 
within a paragraph. 
This relationship can be studied at two l eve ls along 
with the devices used to achieve i t : 
Intra-sentence i . e . within a sentence 
Inter-sentence i . e . between sentences 
(A) Intrar-sentential Linkers : 
A. 1 Subordinator : A device based to achieve coherence 
(commxinity) by expressing the relationship between two ideas 
which would have been expressed by using two separate 
sentences is called a subordinator.Vaguely related ideas 
expressed in two sentence can be set together, 
e.g. Father looked up from his paper, mother came in 
Since there is no apparent logical t i e between the two 
sentences, they appear to be Incoherent. Coherence can 
be gained by ly ing the two ideas together with the help of 
asubordinator 'when' expressing time relationship.And the 
above sentence becomes coherent l ike this: 
Father looked iq) from his paper viien mother came in. 
Other exaii?)les of subordinators are when vhere, vhy, how, 
whether, which i f , that , as than, a f ter , before, because, 
unless, though ,e tc . 
Exercise 1 
Combine the following pairs of sentences by using 
a suitable subordinator. 
( a ) I met him. I was in Srinagar. 
(b)This is the house. I was born here. 
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|c)Ihe g ir l asked.She could go. 
,d)The boy realised i t . He could miss the train, 
knew i t She l i ved there, 
) John i^ends his allowance. I t is a mystery to me, 
^gjThe teacher knew it ,Sal ly did his homewrk, 
,h) He wi l l arrive on time. I t is what we want to know. 
Pxinctuation : 
i ) Used at the beginning o£ a sentence, subordinate 
clauses are usually set o f f by a comma. 
e.g.After she give her fr iend tried to help her, 
i i ) Subordinate clauses that fo l low f u l l sentence 
sometime require a comma and sometimes do so 
e,g (a) The doctor wi l l see you when he can, 
Cb) He said that he would do i t although 
he was not particularly enthusiastic. 
Exercise 2 
Rewrite the following pairs as single sentence 
using appropriate subordinators. Supply commas where 
needed, 
a) I served as Chairman,The President was absent, 
b ) I can't stay any longer, I have to be home by 
c ) He has regained could houses , He is s t i l l c r i t i c a l . 
d) The storm struck the coast A l l famil ies had been 
evaluated, 
e ) The doctor w i l l get there, i t ' s 
f ) You don't know how to swim, stay out of water. 
g ) We got there a few minutes l a t e , we started out early, 
h) They wi l l be here. The movie begins, 
i ) He was t ired. He didn't get enou^ sleep, 
J) The boys w i l l win. They play a good game, 
A,2 Coordinators ; 
A coordinator is a device used to esqsress certain 
relationship between ideas. I t has to do with the 
joining of grammatically equal words and structures by 
means of conjunction. The seven simple conjunctions are; 
and, but, for or, nor, yet , so 
(Remember that nouns do not compound with verbs, 
nor verbs with adjectives, nor adjectives with nouns, 
and so forth) . 
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Examine the fol lowing : 
Bob and Dorthy (nouns) 
Cats and dogs (nouns) 
I him and her (pronouns) 
Weak and hungry (adject ives) 
Tripped and f e l l (verbs) 
Down and out (adverb) 
You do not say 'Bob and tr ipped' . 'Weak and cat' etc. 
Punctuation: 
When more than two items are Joined the result is called 
a series, e.g. He sent her flower candy and jewel lery. 
A comma is typical ly used betv/een items of a ser ies . 
A comma is not used before the word and when only two 
items are joined, eg. He looks weak and hungry. 
Exercise 3 
Si;5)ply appropriate subordinators/ conjunctions in the 
l inks. Place a comma viiere necessary. 
a) He ran into the house, i;^ ) the stairs into his roan 
b) Damaging property banning innocent persons are 
antisocial acts, 
c ) Good handwriting neat presentation are 
the marks of a good composition. 
d) The boys were happy, excited jubilant. 
e ) The teacher wondered the students had done 
the questions wrong, phould be done 
to improve their standards. 
f ) He ^oke extempore w^on the f i r s t prize. 
Correlative Conjunctions: In addition to the seven simple 
conjunctions there is a grotg? of conjunction known as 
correlative conjunctions. They work in pairs, with other 
words in between them.Some of the most common among them 
are:Either. . . . or , neither. . . .nor, but, and, not only. . . 
but also , etc. There are generally f i v e type of relation-
ships shown through correlative conjunctions : 
a)Addition : One statement may be added to another i f the 
two an closely related in time and thought. 
e.g. f i r s t you turn to the right, and then you turn 
to the l e f t . 
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b) Contrast; When the relation between the two ideas is of 
contrast then correlative conjunctions l ike , 'but ' and 'yet ' 
may be used. 
e . g . I ran fas t , but I missed the bus, (The second being 
opposite to the f i r s t or an object to the f i r s t ) . 
c ) Explanation: When one idea gives an explanation f o r the 
event happening in the other idea then the two can be 
related with conjunctions l ike , f o r , because etc . 
e.g. "Randy couldn't come, f o r he was i l l , " 
d) Consequence: When the iinpact of the event of the f i r s t 
idea is ^own in the other idea then the two ideas can be 
related with the conjunctions l i k e , so, therefore,etc. 
e.g. There was nothing to do, so the student were 
making noises. 
e ) Choice: \hen the two ideas are related by a simple choice 
which can be made between them, then the two can be joined 
together with the help of conjunctions l ike , either . . . . o r , 
neither nor, etc. eg. Either you in^jrove your habits 
or leave the hostel . 
Exercise -4 
Combine the following pairs of sentences as single 
mentence with the help of some conjunctions : 
a) There was not enough evidence against him. The judge 
dismissed the case. 
b) I sometimes wish I had a mil l ion dollars. I am not sure 
that I ' d be happy i f I did. 
c ) I wi l l not vote f o r Danny, I w i l l not support him 
d; Will you write me a letter of recommendation ? I should 
ask one my favor i t e teachers. 
e) The player went into the clubhouse. He thought the game 
was 
f ) I ' l l go to the dance. I doubt that I ' l l stay there f o r 
more than an hour, 
g) The Indian summer was f inal ly over.Winter was upon us, 
h) He is a cheat. He is a rogue, 
i ) He is not young. He is not old, 
j ) Birds f l y . Fish swim, 
k) You are to blame, I am to blame. 
-1; Make hay,The sun shines. 
(B) Inter-sententia Linkers: 
Beyond the Sentence: When the j^eak or write we try 
to convey our message not through disconnected series 
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of sentences but throu^ utterances viiich are l og i ca l 
and coherent. In a piece of writing especially, we 
expect some kind of unity and continuity the read domain 
of language is communication which is not necessarily 
confined to one sentence in length.There are features 
which ^read across sentence boundaries. Interrelations 
of sentence are important and they are achieved through 
the use of inter sentential l inking devices. In addition 
to simple and correlative conjunctions, and subordinators 
used as intra sentential linkers we use sentential linkers 
or connectors to achieve inter-sentential linkage and 
coherence. Sentence connectors are structure words that 
are very similar is conjunctions they show almost the same 
kinds of relationships, but they d i f f e r from each other 
as you wi l l see later on. Now l e t us look at some of the 
connectors most commonly used to realise these functions. 
Pvtreose 
i ) To enumerate 
i . e . s i ^ a l the 
order of items 
Order the time order 
i i ) To reinforce or confirm 
V/hat has already been said 
i i i ) To signal similarity 
i v ) To signal new stage 
v ) To signal an 'aside' a 
temporary movement 
away from the main 
them 
vi)To sum up vjhat has 
already been written 
v i i ) To signal a result, 
consequence, or 
deduction 
-F i rs t , second, third 
-F i r s t l y , secondly, thirdly 
- I n the f i r s t place,second 
place,third place 
-To begun with Subsequently 
Eventually In the end 
For one thing,For another 
thing. 
-Also D-breover Furthermore 
In addition 
-Similarly In the same way 
In the same manner 
Correspondingly 
-Now Next Then 
-Incidentally 
(Well & by the way are not 
used in writing) 
To sum up To summarize 
To conolude/In short So 
So far Then /Altogether 
Thus /Therefore 
-So Therefore Hence Thus 
-As a result 
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v i i i ) To signal an explanation 
or the rephrasing of 
what has been written 
i x ) To signal that an 
example or an il lustration 
wi l l fol low 
x ) To signal an altternative 
x i ) To introduce contraiy 
information 
x i i )To signal a concession 
f o r the unexpected 
x i i i ) To signal a concession fo r 
an admission 
-In other words , That 
is to say. 
.By this i t is meant / 
By that i t is meant 
Namely 
•For example 
.For instance 
-On the other hand 
Alternatively by then/ 
Rather 
-Instead/In contrast By 
contrast/Conversely/ 
On the country/On the 
other hand 
-However/St i l l Yet Thou^ 
In spite o f/Al l the same 
None the less/For &11 
that /Nevertheless / 
At the same time 
•Certainly/Attitudely 
I t is true that 
Intei^-sentential Linkers or Sentence Connectors and 
Conjunctions. The two main differences between sentence 
connectors and conjunctions are: 
i ) their punctuation, and 
i i ) the i r possible position 
i ) Punctuation: When used at the beginning of the second 
pattern conjunctions generally carry comma or any other 
punctuation marks before them .But sentence connectors may 
never be preceded by a comma or any punctuation mark viien 
they sum at the beginning of the second pattern. 
For exantole : 
a) -Mohan could not conplete the work however 
he tr ied (Conjunction) 
-I^ohan coiald not coii?)lete the work, however he 
t r ied (Conjunction) 
b) -Ponting tried his best but could not catch the biU 
(connector) 
-Ponting tried his best, but could not catch the 
b i l l (Conjunct ion) 
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i i . Possible Position:This distinction is a more fundamental 
one. Look at the sentences for example : -
-Akbar bowled in the match today but Akram didn't. 
-iUcbar bowled in the match today, however, Akram didn ' t . 
Now observe the difference between the two sentence.In the 
f i r s t sentences, a sentence connector is used; here we can't 
I say that 
Akbar but didn't or 
Akbar didn't but 
In the second example we can say 
Akram didn't he never or 
However didn't 
Thus Conjunctions can be shi f ted more in comparison to l inkers 
or connectors. 
Note : Subordinators, conjunctions and sentence connectors 
be have almost similarly.You may, therefore, remember that 
conjunctions are used in structu e of coordination and 
subordinators are used in structures of modification. 
Exercise I 
Rewrite the following in the form of a connected test 
by providing necessary l inkers: 
John Fletcher was very ambitious 
He wanted to be the President of the Student Council. 
His friends told him that he might be able to win. 
His exponent for the o f f i c e was B i l l Jenkins. 
John was helped by his supporters. 
He managed to defeat B i l l . 
The race was exciting, 
John won by only f i v e votes. 
He became an excellent president. 
Exercise I I 
Write four di f ferent cusions of each of the following 
pairs of sentences. First , use a relative clause , second 
a subordinate clause, third a conj\anction and last a sentence 
connector. Say viiich version is definitely better , 
1, Voting is a privi lege. 
I t is also a responsibility 
2, John f inds maths easy. 
His father is a maths teacher, 
3, He could not think of i t at the moment. 
The student knew the answer, 
4, The boy has been working on the problem f o r several hours. 
He does not have a solution, 
5, I don't l ike those books. 
The vocabulary is too d i f f i c u l t for me. 
Linking Devices work not only at the leve l of sentences, pharaz 
or clauses, but also at the l eve l of paragraph^s).Thus we can 
say that they are operative both at the intra-paragr^h and 
inter-paragraph levels . Broadly speaking we can classify the 
linking techniques and processes into three groi^js; 
(a)Grammatical (b) Lexical (c)Semantic and Logical 
(a)Grammatical Cohesion of text is grammatically calised in 
several ways, Given below are some ways and examples. 
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MAi^EAlAL USi^ iD BY TEACHER ' D ' 
Conjunctions : 
Conjunctions (linkers) are words ^«iiich jo in together 
parts of a sentence,You probably know and, so and but Let us 
check for ourselves if we know the use of these conjionctions 
through the fol lowing activity: 
Activity 3.8 
Match the sentences in part A with those in Part B, Take the 
help of the conjunctions. 
1) I don't l ike footbal l 
2; There are lo ts of cinemas in 
Sidbury 
3) I read a lot in the evening 
4) The books were very ejq^ensive 
5) The weather was really bad 
6) Put i t on the table 
7; Mrs. Russell has just 
bou^t a cat 
8) In the sununer we go to one 
house on the lake. 
9) I don't understand this word 
10) John's new shoes are blue 
B 
a) and don't touch i t again! 
b) so could you please explain 
i t . 
c ) so I didn't go to the match 
d; and do nothing f o r a month 
e) and white 
f ) but there's only one theatre 
g) and I also watch TV when 
there is something good on, 
h) but we took our umbrella and 
enjoyed ourselves anyway. 
i ) so I'm going to borrow them 
from the l ibrary 
j ) and she has decided to call 
i t 'pussy' 
You must have observed now that and expects a word 
or a sentence of the sjunilar sense/meaning after i t , while 
but t e l l s you that the second half of the sentence disagrees 
with the f i r s t So re f l ec ts the result of some ear l i er action. 
Act iv i ty 3.9 
To know more about conjunctions, look at the fo l lowing table 
and read the descriptions. 
also 
as well Cas} 
in addition ( t o ) 
furthermore 
what's more 
although 
even though 
though 
however 
despite, in ;^ite 
whereas 
yet 
therefore 
consequently 
as a result 
of 
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The Function of conjunctions is group 1 is l ike 
that of and i . e . they are used to join similar ideas. 
Group 2 has conjunctions which join opposite or 
disagreeing ideas , and so are l i ke but Group 3 has 
words which express the idea of something h^pening 
because of something else, and are l ike so. 
Here are some examples: 
( i ) The house is too small for us. In addition/Furthermore/ 
Vihat's more, i t is too far from market, 
( i i }Even though/although/thou^ the f i lm was very long, 
we enjoyed i t , 
( i i i ) L a s t year we did not manage to se l l as many cars as 
we wanted. As a re suit/consequently / therefore, 
we have decided to close down the factory. 
Now bhoose some conjunctions from the above table 
and use them in sentences. Get them checked by your teacher. 
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MATuaiAL USiiD BY TEACHx^R^' 
Unit-1 
Strategy Three 
Finding your way Around a text 
The f i r s t two strategies were intended to help such 
students viio have the problem of understanding words and their 
meanings. But the present strategy is meant f o r those who 
can't understand the whole sentence,The problem l i e s at 
d i f f e rent leve ls . One reason f o r this is that i t is sometimes 
d i f f i c u l t to see how the dif ferent parts of a piece of Eh^ish 
are connected to each other. So how do we arrive at the mean-
ing ? At times by 'inferencing' from the context, structure 
or action l eve l . Let ' s see the example, below: 
( i ) B i l l and Mary went to the zoo to see the monkeys, 
( i i ) Then they went home f o r tea. 
In sentence( i i ) . the word 'they ' is pointing to about 
something in sentence ( i ) What is i t? The monkeys? Probably not, 
because monkeys do not usually drink tea.So i t must be B i l l 
and Mary. So we say that they re fers to Bi l l and Mary. 
This is an easy example, but sometimes i t is not so clear. 
This strate^ can help in such a situation. Here such problems 
have been discussed in relation to pronouns, sequence words 
and conjunctions. 
Pronouns: 
Sub. ObJ. Possessive Possessive pronoun 
I me my mine 
we us our ours 
you you your yours 
He him his his 
She her her hers 
I t i t i ts i ts 
They them their theirs 
Pronouns are used in English in place of a noun,often to 
avoid repetition.For exan^le: 
John l ived in London: John liked London very much. 
London is a beautiful c i ty. 
To avoid repetition one can say: 
John l ived in London. He liked i t very much. 
Thus, he refers to John, and i t refers to London.At times it 
becomes d i f f i cu l t to see what a pronoun refers to . Another 
problem is that the pronoun can re fer to something wnich comes 
a f t e r i t . 
Act iv i ty 3.1 
Drawn an arrow from tne underlined pronoun to the noun which i t 
re fers to :The f i r s t one is done as a sample, 
1. In his l i f e time. Van Gogh was not popular. 
2, He opened a beer and drank i t qu ick ly , 
3, The shopkeeper was t ired and upset, but he 
didn't show i t , 
4, I wanted to go to the market, but i t was closed, 
5, The National Gallery is in Trafalgar Square. 
I t is open every day. 
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6. The doctor told Jack he must stay in bed for 
3 days. 
7. Lovitt Jeans are f o r young people, but they 
last until you get old. 
8. Put the can in the f r idge , we ' l l open later. 
9. I read in the newspaper yesterday that even 
before was f inished, the Humber Bridge 
needed repairs. 
Activity 3.2 
Read the following text and write in the column on the r i ^ t 
what the word in i ta l i cs refers to : 
John ^ t a drum fo r Christmas. ^ was a present from 
Aunt btephanie. 
When ^ opened the bod, he laughed and should 
The drum was John's favourite present, but the 
family hated They couldn't watch TV or 
l i s t en to the radio because John was in the next room, 
playing i t ; they fcbuld not talk, because he was under 
the table, playing i t . Finally, father took the drum 
from John and put i t away in a safe place, didn't 
say vAiere. John was very i;5)set, but after the two days 
he had completely forgotten about i t , 
" I always thought s ^ was mad", said father. 
Act iv i ty 3.3 
Read this description of an old lady, and decide what the 
underlined wrds re fer to. Use arrows to indicate, as in 
the earlier ac t iv i ty . 
:Mrs. Burnin^am is a strange character. She 
l i v ed with her dog Timmy in a cottage in Putney. ^ was 
small and vyhite, on the comer of Mansell Street and Common 
Road. liked the house very much, I remember. 
Her husband died in 1972 and Mrs. Burnin^am 
was very sad she loved him fondly-but decided to stay 
in Putney. One day, about three years after this , her 
son and dau^ter in-law came to see her. They came nearly 
every week, but there was something dif ferent tnis time.They 
brou^t some docments in a black briefcase, and wanted the 
old lady to look at them. 
These documents gave the house to the children, 
and then Mrs. Burningham could move in an old people 's home 
nearby, v^iich was very nice and comfortable, they said. But 
she didn't want to She said i t had a bad reputation 
Sequence vords. 
Sequence words ( l ike f i r s t^ next, then , after 
that, f inal ly e t c , ) show the organisation of the text,These 
are used to show the order of a sequence of actions or ideas, 
Vftiile reading a text , i f we pay attention to these words, we 
can fol low the wr i ter 's argument more easily and wi l l not be 
distracted by d i f f i c u l t words. Le t ' s check our sense of 
sequencing. 
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Activity 3.A-
Read the following process of making a cup of tea 
and underline the sequence vordst 
First of a l l some water in a kett le . Ihen put 
tea leaves in a tea-pot. Next pour boiling water over the 
tea leaves, close the tea-pot and cover i t with a tea-cosy. 
After this put a spoon f u l l of sugar into the pot and 
s t i r it.Then put boiled milk into the milk pot.Finally 
Sour tea into tea cups, add milk from the milk pot and st i r i t o te : Some common sequence words used vAiile describing a 
popocess are given below : 
Beffinniner Middle steti Knd 
First , f i r s t l y . 
First of al l 
In i t ia l ly ,To begin 
with 
second Cly^,thirdCly), 
then,next, af ter this 
subsequently,before 
this 
l a s t l y , f inal ly 
You must have noticed that the sequence words are 
usually placed at or near the beginning of a sentence. 
They work as sign post for the reader. But they are not 
always necessary.In general readers e3<pect that a process 
description w i l l fo l low natural order. In that case there 
is l i t t l e need f o r explicit sequencers. However, there are 
cases -vdiere the use of sequencers is absolutely necessaj^. 
But i f we use them too mudi and unnecessarily, our writing 
w i l l look avxkward and i ts flow w i l l be disrupted. 
Act iv i ty 3,5 
Here is an art icle about British new;^apers which 
has been ;^b led up. Put the sentences in the correct 
order. You have to do two things: 
a. Put the numbers 1-9 in the given column, and 
b. Write the words that helped you to decide the correct 
order in the given column.The f i r s t sentence of the article 
i s 3 t i't l^ as been done for you. 
Number Important words 
1 .F i rs t , they have a lo t of news 
about sport and T.V. 
2.These f i ve serious papers 
have about 1,500,000 
readers between them, 
3.There are three reasons for 
this popularity, 01 
4.The f i r s t type-are usually 
called 'serious' and include 
5.The Times, Financial Times, 
Guardian,Daily Telegrsph and 
The Independent, 
6 . f ina l l y , they often include 
photographs of good looking 
young women. 
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7.The second type are often 
called 'tabloid'newspapers 
because of their small size, 
and include The Sun and the 
Daily Mirror,which are the 
most popular papers in 
Britain. 
8,They can be divided into 
two types. 
9.Second, they do not have 
many long or serious 
art icles. 
Activity 3.6 
Here is a siii$)le story in three parts. -Each part has 
been cut into pieces. But the pieces in the correct 
order. Words l ike then,so, and , next, f i r s t , and 
f ina l l y wi l l help you. Pay attention to the punctuation, 
too. 
PART ONE 
a. So 1 telephoned my friend Julie 
b. I didn't want to go by myself. 
c. and asked her i f she wanted to go .too. 
d. Yesterday morning I was very bored and fed up. 
e . So 1 decided to go and see a footba l l match. 
f . I always f e e l l ike this on Saturday morning. 
1_d 2 ^ 4 5 6 
PART TWO 
a. I was ready at last and at 1.15 1 l e f t the house, 
b. Then I went upstairs 
c. We arrived at the footbal l groupd at 2.30. 
d. and Julie bought k hamburger and chips, 
e. and put on my blue and ^^hite hat, my blue and white scarf, 
and my blue and white Jun5)er. 
f . Before going in I bou^t a newspaper, 
1 _ b 2 ^ 4 5 6 
PART THREE 
a. First , we bought six cream cakes; 
b. and after that to a Ca:3inese restaurant 
c. we decided to clebrate 
d. Finally, we got home at about 10.30 , just in time to watch 
the match on the TV. 
e. next, we went to a pub for a drink, 
f . The match f inished at twenty to f i v e : our team won 2-0, 
g^f 2 ^ 4 ^ 
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Act iv i ty 3.7 
Put these sentences in order to make a story. 
Note the "words which helped you,The f i r s t one is done fo r 
you. 
During the interval tlje audience and cast drank 
together in one of these, 
Vihen we got home, we told a l l our friends about i t . 
One afternoon, my husband and I walked into a 
l i t t l e Andalusian town in a jromantic val ley. 
V/e f e l t the same way: i t was a l l so spontaneous. 
We walked around the picturesque streets and 
lilced i t ,So much we decided to come back in the 
evening. 
We sat down there, underneath the majestic walnut 
trees and watched al l the old men sitt ing outside 
the cafes, 
Ihey said the town was cal led San Dolosa and i t was 
a famous Spanish tourist centre,It was l i k e saying 
we had discovered Big Ben, 
At ^out 8,30, we came to the town si^are, where 
the locals were performing 'Camen' in the open a i r . 
The opera started again , and the old man s i t t ing 
next to me started to cry when the heroine died. 
Write the wrds which helped you order the above Jumbled 
text : 
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MATERIAL USED BY TEACHER 
Unit - 1 
Strategy Two 
- 9 -
Predicting Moaning 
W h a t do you think this strategy will be aboul'^ Guess the meaning of the word 'predicting' 
from the given explanation • 
W e do not read everything that we see W e du not read every story in a newspaper, or every 
book that comes into our hands Often we look at the title and decide if we want to read it How 
is it possible? yes, again from 'guessing'. Here wo aro not guessing the meaning of the words 
f rom \heir cori\ex\ of Uom Iheiv (orm, ralher w e 3re yuQss'.ng \he o( a book oc a newspapei 
article from its title/heading/headline. Let us take up tho following experiment in the classroom 
Act iv i ty 2.1 
C a n you guess the content of the books from their titles given below 
SIMPLE 
GRAMMAR 
OF 
MODERN GREEK 
Innocont Blood 
PICASSO 
How To Play Squash 
R o m a n Firo 
THE 
GREEN 
GUIDE 
TO 
NORTHERN 
SPAIN 
A DICTIONARY OF 
ART AND ARTISTS 
Activ i ty 2 .2 
W h a t about the news items? Can you guess Iheir content from their headings' ' Let us 
try. Discuss in pairs the following headings and pretllcl the content 
a. Miracle Escape b. Chanhel Champion 
c . P x b t J e s s J e t C r a s h e s d. EngllBh for ClasS I 
e. Time Ripe for Mango 
Now read the following articles quickly Which of the above headlines goes with which 
article? Discuss the suitability of the title for the news Hems Put the verb below e a c h article into the 
appropriate gap using the correct forrr\, 
1. Four-year-old Mark Harris from Bristol 60 feel from a bridge into the River 
Avon^The river carried him towards a waterfall and him into some rocks 
Fortunately, three older boys Mark, They quickly pulled him out and 
the police. 
fall ring SQO throw 
2. An American jet pilot . from Fort Worth, but the jet's engines 
wrong. T h e pilot ejecteci h\mse«, but the plane d\dn'\ crash T h e erigines 
working again. The jet for more than one hour over three states Finally it 
crashed near Lincoln, Nebraska It. 
was hurt. 
b e g i n fly 
. some trees in a field Fortunately no one 
hit take off go 
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3. T w e l v e - y e a r - o l d T h o m a s G r e g o r y f rom L o n d o n is the y o u n g e s t p e r s o n to s w i m the E n g l i s h 
c h a n n e l He tha 31 mi les in jub l 11 hours 55 m i n u t e s He hot 
tomato soup because he so cold in the water Of ten he not see 
anything and that w a s the worst thing He was very pleased w h e n he finally arr ived on the 
b e a c h in France 
can d r i n k f e e l s w i m 
4. T h e court set for the 'king of fruits' to reign supreme in the capital T h e three-
day- long festivities at the Talkatora Stadium here this coming Friday where 
Delhi i tes the opportunity to bow to the "king" 
b e b e g i n g e t 
5. O v e r 2 5 lakh students of fVlCD run schools in for a pleasant surpnse this 
morning w h e n they English primers The colorful books to 
students of Class I An est imated 8 lakh children these primers free of 
cost in the next 10 days 
b e r e c e i v e g i v e r e c e i v e 
NotE .Sometimes, of course, you can not say from the Idle, what is there in the book or article But 
this IS rare However once a librarian classified The Magic Plant as a book on Botany It turned out 
to be a study of Shelley's poetry 
Ac t iv i ty 2 .3 
Imag ine you are going to read an article with the title "some rules for living longer' Think and 
list SIX points the article will m a k e 
N o w read the actual article on the next page and match your six points You will find that quite 
a few are c o m m o n How w a s it possible'? Because you could predict well Try to guess the meanings 
of words in italics in the given tekt 
Some RuloS (or l iving Longer 
1 Hnn't too many far ty or g r e a s y foods such as butter, the fat on meat or fried foods 
2 T r y l o take regular exercise - swimming Is particularly good 
3 Try and build up network of friends and ncqualniances - people who have a lot of 
fnends generally live longer 
4 Doctors say that smoking (and drinking |() excess) IS bad for you If you s m o k e a lot try 
to reduce, if you s m o k e a little try to give up 
5 Avoid stress (live in the country rather fluin the city) 
6 In genera! slop worrying People who aie cheerful and r e / a x e d live longer 
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Activity 2.4 
Supplying the missing punctuation of an unotlHod iexl depends a lot on your ability to 
predict, in such a situation you have to predict whero Iho aonlences are likely to stop and look for 
certain words functioning as signals of o new senlonon or paragraph 
In the text below, all marks of punctuations have boon removed Can you put it back'' Start 
a new paragraph when you think it is nocQSsary. WouliJ you mmd correcting spellings and putting 
capitals where required. Take care the loxt may be Q dialogue and will have to be punctuated as 
such. 
a) In the street are two cars a bicycle a lorry and a taxi a woman is getting out of the 
taxi on the left of the street is a restaurant a man altllng at a table is having a cup of tea on 
the right two men are coming out Qf a bank thero is a bus slop behind them some people 
are waiting for a bus a man is crossing the stroal with a small boy 
b) He emerged wearing black trousers ahd ta brown-and-white shirt he- put on black 
shoes and slicked his hair with oil from a bottlo on llie dresser Flora gave Gabi a clean pair 
of jeans a red-stripped shirt and sneakers as thay wont downstairs Flora said let's go to the 
A and P things are cheaper thera all right I dofl'l oflro but those people don't sell on credit 
so what Flora answered crossly we have to eoononMze they passed a record shop Flora 
g i e m e a d o l k r S i n p l c b s a i d I w a n t t o b u y l f l Mono de Dios are you crazy Flora burst out 
we are not going to have any monoy left over And you want to buy a record besides you 
broke the arm of the record playor. and that is uxponslve so don't think we can get it fixed 
right away I hope it is never fixo'd because whah il works all you do is play records so loud 
the whole neighbourhood can hoar ah Flora glva 11 io me Flora opened her purse and threw 
a dollar bill at her husband. 
(From Oscar Lewis : Days with SImplicio in Now York (Random House, 1965) 
c) I dun't agree with you said their host thQ banker i think the death penalty is more 
humane than imprisonment for lifo capital punishpionl kills a man at once but life long 
imprisonment kills him slowly which executioner Ib Iho more humane he who kills you in a 
fevy minutes or he who drags tha life out of you 111 Iho course of many years both are equally 
immoral observe one of the guesl (or thay both have the same object to take away life the 
state is not god it has not the right to take away what it can not restore when it wants to 
(From Anton Chekov's Tho Bet) 
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Act iv i ty 2 .5 
U n d e r s t a n d i n g l^hrases 
B e f o r e Y o u P r o c e e d : 
L a n g u a g e is a living thing Living things grow and chnnge, and so does language O n e can 
easily recognize di f ferences be tween Shakespeare 's English and English of modern Authors, but 
present -day Engl ish is also growing and changing Sinco Ihe general tendencies of present -day 
cngl ish are towards more idiomatic usage it is important lhat one learns English idioms as one 
learns English words. Idioms are not a separate part of the language which one can choose either 
to use or to omit, but they form an essential part of the yoneral vocabulary of English 
N e w ideas n e e d new laoels to n a m e them Withoi i l new labels, communicat ion of these new 
ideas to others would be impossible Given below are some ways, by which new words are formed 
(1) W o r d s which a l ready exist can also take on a particular mean ing in a particular situa-
tion For e x a m p l e , ' to lock s o m e o n e out' usually means 'lo lock a door in order in prevent some one 
from entering' H o w e v e r the verb has a special meaning in the context of industnal relations It 
m e a n s that the employers refuse to let Ihe worker return to their place of work until they stop 
protesting Similar words are 'to_sit in', 'a sit -in' 'to walk out' where these words take on a new 
meaning in the context of industrial strike and protest 
(2) N e w ideas can be expressed by the combination of two or three existing words For 
e x a m p l e the words 'wage' and 'to freeze' are well knowfi bul the idea of a 'wage- f reeze ' c a m e into 
the l a n g u a g e only a ' few years ago 'To freeze wages ' n i o a i f t o stop increase in w a g e s ' the s a m e 
idea IS found in 'to f reeze pnces' and 'a price-freeze' 
(3) A n e w word can be formed by changing a verbal phrase into a noun e g a lock-out, or 
by chang ing a noun into verb Here are some nouns foinied from verbal phrases 'a stop-over' 'a 
check-up' , 'a wa lk -over ' , ' a hand out',' a sit up' etc 
H e r e are s o m e verbs formed from nouns 'to radio' (a message) , 'to service' ( a motor 
car), 'to a i r f re ight ' ( a parcel) , 'to Xerox' ( a document) , 'to p ressure 'somebody Not only nouns but 
also adject ives are m a d e l n t o verbs to show a process as in 'to sound-proof 'to sk id-proof , 'to 
streamline' 
(4) Verbs can also be m a d e from the root of a noun, e g to house keep from noun 'house 
keeper ' , 'to babysit ' f rom 'babysitter', 'to barkeep' from 'bnikeeper ' To house-sit is a new word 
which has b e e n copied from 'to babysit' because it inr ludes the s a m e idea, namely to look after 
someone 's house, while he is away 
(5) Another short-cut way joins words togethoi In order to form one adject ive instead of a 
long phrase, e g 'round-the-clock' service instead of 'ti Botvice which is offered round the clock' 
(6) N e w words are m a d e by adding endings Buch as 'ise' or '-isation to adject ives or 
nouns For e x a m p l e 'to decimal ise' instead of a long f)hrase 'to change into the dec imal system 
'to depar tmenta l ise ' instead of 'to organ-se into diifereni departments' etc 
(7) Pref ixes such a mini-, super- uni- max exli,] n o n e t c are put in front of words (mainly 
nouns & adject ives to indicate the quality or quantity of something in the shortest possible way ) 
Here are s o m e e x a m p l e s supergrade pelrol (the best cpirihly) unisex (in fashion the s a m e design 
in clothes for m e n & w o m e n ) , a nonsticklrying pan noii skid tyres, extra-mild cigarettes etc 
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(8) N e w words can be m a d u by combinino two words that already exist for e x a m p l e ' s m o g ' 
( s m o k e + fnn^. h r u n r h fbreakfast + lynch), h p w b i (new<^ + t'=''=>ca'?t) motel ^moto r i s t + hote l ) 
c a b l e g r a m (cable + te legram) , meuicare (meaica i * care j and stagflation i^siaynauon + in f la t ion) 
^ t c 
Activity 2.6 
Q 1 M a r k the option closest in mean ing to the words underl ined idioms 
1 If you don't take my advice now, mark mv words, you'll live to regret what you are doing 
a d isregard my words b write d o w n my words 
.e l a k e note of what 1 "ay d my words a io remarkable 
2. W h e n 1 got through the e x a m s with flying colours, I w a s on top of the wor ld 
a. to go to the north pole b. to be in the tallest tower 
c to fee l very happy d. to scale the Everest 
3 You're telling m e nothing new, I 've known that all along 
a as other people know b. the whole Blory 
c the story is a lengthy one d from the stnil 
4. W e are sure he'll say yes, but w e should tisk him first all the s a m e 
a. he a lways says yes b his yes or no Is of little importance 
c. never the less , yet d, therefore 
5 . 1 wouldn't like to be in his position, for all his wealth! 
а. except for his weal th b. He 's not a wealthy m a n 
e in spite of d if he w a s not wealthy 
б . 1 don't think many people will be able to c o m e that day^ I, for one, have to be in Delhi 
. 9 .1or s o m e strong r e g i o n b. for a single dny 
s . t o r e x a m p l e d . o n l y 
7 . l d c .A think O m a r will beat Irfan Irfan is one too many for him. 
d. with his entire gang b de fea ted others too many t imes 
c. to be worse than bettei Ihan 
8. T h e long & short of it is that J r c k & J a n e t iave broken their e n g a g e m e n t 
a. J a n e has long & short hair b. it w a s a longtime e n g a g e m e n t 
c, ail that n e e d be said d. a very bad news 
9 T h e old m a n asked the children to take the ball and clear off 
a. C l e a n the floor b. take a bath 
0. play a fair g a m e ^ d. go a w a y 
10. H e pulled a face w h e n his mistake w a s pointed out to him. 
a . twisted his j a w • b. s lapppd someone 's face 
c. held his h e a d high d, s h o w e d dislike 
11. I 've b e e n studying throughout the day and I'm going to call it a day now 
a. a d a y w/orthwhile b; to enter nighl 
c. cont inue with studies d W stop studyltig 
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12 I reached Zeb's house al an unearthly nour and felt bad about disturbing him & his family 
a when his family was having food b 'vhen Ihey were out 
c. W h e n the earth does not faco the sun ^ when the time is not convenient 
13. I don't see much of him He comes here onco in a blue moon 
a. when the sky is clear blue b. fortnightly 
c monthly d.-Seldom 
14. Despite ourfrequent reminders the work has not been done The authont, has turned a 
deaf ear to us. 
a. has become deaf b. pretended to tie deaf 
c refuses to listen d. become attentive 
15. By investing all her money, S e e m a lias piil all her eggs in one basket 
a. started a new poultry business b, developed a liking for eggs 
0. risked everything on one thing d spoilt lior chances of being successful 
Activity 2.7 
Here are some words which are used in partlculai idiomatic expressions Use them in your 
sentences 
1. a dead language 
11 a dead letter 
iii. the dead of night or winter 
iv. to do someone a good turn 
v. a good deal of 
vi. to make good 
VII hard cash 
viii. hard line 
IX to be hard of hearing 
X high life or living 
XI thick & fast 
XII a thin audience 
xiii. to go short 
xiv. odds & ends 
XV. on end (do something on end) 
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erPortrai t o f a 
• • to' 
MY grandmotJier, like everybody's grandmother, was an old 
woman. She had been old and wrinkled for the twenty years that 
I had known her. People said that she had once been young and 
pretty and had even had a husband, but that was hard to believe. 
My grandfather's portrait hung above the mantelpiece in the 
drawing-room- He wore a big turban and loose-fitting clothes. His 
long, white beard covCTed the best part of his chest and he looked 
at least a hundred years old. He did not look the sort of person 
who would have a wife or children. He looked as if he could only 
have lots and lots of grandchildren. As for my grandmother being 
young and pretty, the thought was almost revolting. She often 
told us of the games she used to play as a child. That sccrncd 
quite absurd and undignified on her part and we treated it like 
the fables of the Prophets she used to tell us. 
She had always been short and fat and slightly bent. I Icr face 
was a criss-cross of wrinkles running from everywhere to 
eveiywhere. No, we were certain she had always been as we had 
known hen Old, so terribly old that she could not have grown 
older, and had stayed at the same age for twenty years. She could 
never have been pretty; but she was always beautiful. She hobbled 
about the house in spotless white with one hand resting on her 
waist to balance her stoop and the other tellmg the beads of her 
rosaiy. Her silver locks were scattered untidily over her pale, 
puckered face, and her lips constantly moved in inaucjible prayer. 
Yes, she was beautiful. She was bke the winter landscape in the 
mountains, an expanse of pure white serenity breathing peace 
and contentment. 
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My grandmother and I were good friends. My parents left me 
with her when they went to live in the city and we were constantly 
together. She used to wake me up in the morning and get me ready 
for school. She said her morning prayer in a monotonous sing-
song while she bathed and dressed me in the hope that 1 would 
listen and get to know it by heart; I listened because I loved her voice 
but never bothered to learn it. Then she would fetch my wooden 
slate which she had already washed and plastered with yellow 
chalk, a tiny earthen ink-pot and a red pen. Lie them all m a bundle 
and hand it to me. After a breakfast of a thick, stale chapatti with 
a little butter and sugar spread on it, we went to school .She earned 
several stale chapattis with her for the village dogs 
My grandmother always went to school with me because the 
school was attached to the temple. The priest taught us the 
alphabet and the mornmg prayer. While tlie children sat m rows 
on either side of the verandah singing tlie alphabet or the prayer 
in a chorus, my grandmother sat inside reading the scriptures. 
When we had both finished, we would walk back together. This 
time the village dogs would meet us at tlie temple door. Tliey 
followed us to our home growling and fighting with each other for 
the chapattis we threw to them. 
When my parents were comfortably settled in tlie city, they 
sent for us. That was a tuming-pomt in our friendship. Although 
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we shared the same room, my grandmother no longer came to 
school with me-1 used to go to an English school in a motor bus. 
There were no dogs in the streets and she took to feeding sparrows 
in the courtyard of our city house. 
As the years rolled by we saw less of each other. For some time 
she continued to wake me up and get me ready for school. When 
I came back she would ask me what the teacher had taught me. I 
would tell her English words and little things of western science 
and learning, the law of gravity, Archimedes' principle, the world 
being round, etc. This made her unhappy. She could not help me 
with my lessons. She did not believe in the things they taught at 
the English school and was distressed that there was no teaching 
about God and thfe scriptures. One day I announced that we were 
being given music lessons. She was very disturbed. To her music 
had lewd associations. It was the monopoly of harlots and beggars 
and not meant for gentlefolk. She said nothing but her silence 
meant disapproval She rarely talked to me after that. 
When I went up to University, I was given a room of my own. 
The common link of friendship was snapped. My grandmother 
accepted her seclusion with resignation. She rarely left her 
spinning-wheel to talk to anyone. From sunrise to sunset she sat 
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by her wheel spinning and reciting prayers. Only in the afternoon 
she relaxed for a while to feed the sparrows. While she sat in the 
verandah breaking the bread into little bits, hundreds of little birds 
collected round her creating a veritable bedlam of chirrupings. 
Some came and perched on her legs, others on her shoulders. 
Some even sat on her head. She smiled but never shoo'd them 
away. It used to be the happiest half-hour of the day for her. 
When 1 decided to go abroad for further studies, I was sure my 
grandmother would be upset. I would be away for five years, and 
at her age one could never tell. But my grandmother could. She 
was not even sentimental. She came to leave me at the railway 
station but did not talk or show any emotion. Her lips moved in 
prayer, her mind was lost in prayer. Her Angers were busy telling 
the beads of her rosaiy. Silently she kissed my forehead, and when 
I left I cherished the moist imprint as perhaps the last sign of 
physical contact between us. 
But that was not so. After five years 1 came back home and 
was met by her at the station. She did not look a day older. She 
still had no time for words, and while she clasped me in her arms 
I could hear her reciting her prayers. Even on the first day of my 
arrival, her happiest moments were with her sparrows whom she 
fed k)nger and with fiivolous rebukes. 
In the evening a change came over her. She did not pray. She 
collected the women of the neighbourhood, got an old drum and 
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started to sing. For several hours she thumped the sagging skins 
of the dilapidated dn.im and sang of the home-coming of warriors. 
We had to persuade her to stop to avoid overstraining. That was 
the first time since I had known her that she did not pray. 
The next morning she was taken ill. It was a mild fever and the 
doctor told us that it would go. But my grandmother thought 
differently. She told us that her end was near. She said that, since 
only a few hours before the close of the first chapter of her life she 
had omitted to pray, she was not going to waste any more tmie 
tallcing to us. 
We protested. But she ignored our protests. She lay peacefully 
in bed praying and telling her beads. Even before we could suspect, 
her lips stopped moving and the rosary fell from her lifeless fingers. 
A peaceful pallor spread on her face and we knew that she was dead. 
We lifted her off the bed and, as is customary, laid her on the 
ground and covered her with a red shroud. After a few hours of 
mourning we left her alone to make arrangements for her funeral. 
In the evening we went to her room with a crude stretcher to take 
her to be cremated. The sun was setting and had lit her room and 
verandah with a blaze of golden light. We stopped half-way in the 
courtyard. All over the verandah and in her room right up lo where 
she lay dead and stiff wrapped in the red shroud, thousands of 
sparrows sat scattered on the floor There was no chirruping. We 
felt S o n y for the birds and my mother fetched some bread for them. 
She broke it into little crumbs, the way my grandmother used to, 
and threw it to them. The sparrows took no notice of the bread. 
When we carried my grandmother's corpse off, they flew away 
quietly. Next morning the sweeper swept the bread crumbs into 
the dustbin. 
KHUSHWANT SINGH 
^V Khushwant Singh (1915 -), has written a nwnber of 
books on Sikh history and religion. He has also 
translated a number of books from the Urdu and the 
Punjabi into English. Apart from being a writer, he has 
been a lawyer, a public relations officer, and Uie editor 
ofThe Illustrated Weekly of India. Two of his well-known 
novels are Train to Pakistan (1956) and I Shall Not 
Hear the Nightingale (1961). 
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Glossary 
mantelpiece : shelf projecting from the wall above a fireplace 
criss-cross : crossed lines forming a kind of pattern 
hobble ; walk as when lame 
rosary : a string of beads used for prayer 
expanse : wide and open area 
monotonons : unchanging, (here) with almost no change of pitch 
scriptures : sacred book, (here) the Cranth Saheb, holy book of the Siklis 
Archimedes' principle : "A body Immersed in liquid loses as much weight 
as the weight of the volume of liquid which it displaces." This was the 
law discovered by Archimedes, a Greek mathematician who lived from 
287 to 212 BC. 
lewd : indecent 
monopoly : sole right 
veiitahle ; r e a l 
bedlam : noisy confusion 
shroud : a piece of cloth or a sheet wrapped round a dead body 
1. Answer tiK foDowing questions in about-iO-50 words each. 
(i) Why teas it hard for the author to believe that his grandmother was 
once young and pretty? 
(ii) Grandmother has been portrayed as a very religious lady. What 
details in the story create this impression? 
(iii) The grandmother had a divine beauty. How does the author bring 
this out? 
(iv) What proofs do you find of the friendship between grandmother 
and grandson in this story? 
(v) The grandmother was a kind-hearted ^oman. Give examples in 
support of your answer. 
(vi) "That was a turning point in our friendship." What was the turning 
point? 
(vii) Draw a comparison between village school education and city school 
education. 
(viii) What was the happiest moment of the day for the grandmother? 
(ix) WTiat was "the last sign" of physical contact between the author 
and the grandmother? Why did the author thmk that to be the last 
physical contact? 
(x) Everybody including the sparrows mourned the grandmother's c^eatii 
Elaborate. 
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1. Answer the following in 100 words each. 
(i) Write a character sketch of the author's grandmother using the 
following words: affectionate, caring, kind and benevolent, religious, 
a strong woman. 
(ii) The grandmother herself was not formally educated but was serious 
about the author's education. How does the text support this? 
(iii) Gradually the author and the grandmother saw less of each other 
and their friendship was broken. Was the distancing in the 
relationship deliberate or due to the demands of the situation? 
3. Discuss 
(i) It's time to adopt a grandparent. 
(ii) Old and retired people should be made aware of productive ageing. 
^ ^ ^ and XJ^^j 
1. The suffix 'mania' refers to a specified type of mental abnormality or 
obsession. The sufiix 'phobia' refers to an extreme or irrational fear of 
or aversion to something. 
Kteptomania is a recmrerrt urge to steal. tj^Jically without regard 
for need CH" profiL 
Megalomania is obsession with the exercise of power, especially in 
the domination of others. 
Claustrophobia is extreme or irrational fear of confined places. 
Xenophobia is intense or irrational dislike or fear of people from 
other countries. 
Now use these words in sentences of your own. Find more such words. 
2. Some adjectives from the text are given below. These are used in 
particular contexts. Underline the appropriate meaning of the words. If 
the given meanings of the words are not suitable then consult a Thesaurus 
for more words. 
(i) dilapidated : tumbled down, broken-down, in disrepair, shabby. 
battered 
(ii) wrinkled : creased, lined, crinkled, grooved, ridged 
(iii) inaudible : indistinct , imperceptive, faint, soft, low 
(iv) frivolous : foolish, silly, light-hearted, superficial, shallow 
(v) monotonous : tedious, boring, dull, uninteresting, unexciting 
3. There are some beautiful descriptions in this piece like "an expanse of 
pure white serenity breathing peace and contentment" and "sagging 
skins of the dilapidated drums". Find some more such descriptions 
in the text. 
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1. When you describe an object, a person or a place, t±ie following points 
should be kept in mind. 
(1) The passage is not just a collection of sentences. The sentences 
are linked together to make a continuous passage. 
(ii) One should start by giving the most general point in the 
description. ' 
(iii) One should logically deal with the main features of the 
person/the place. 
(iv) Then move on to more particular information/specific details. 
(v) The description should move from the more general points 
to the particular features. Go step by step from one phase of 
description to the next. 
2. The word 'portrait' generally means a painting, a drawing or a photograph 
but here it implies a representation or impression of someone in language. 
Write a pen picture of your grandparents describing the qualities you 
admire and appreciate most. 
Writing a Short Story 
• A^hort story is a br i^ prose narrative. 
• It is restricted in characters and situations. 
• The concentration is on a single character evolved in a single episode. 
• The background against which the characters move is generally 
sketched lighUy. 
• A brief outline (skeleton) of the story is prepared. 
The outline of a stoiy ('Der Erjmder' by Peter Bichsel in Kindergeschichten] 
is given below. Improvise a short story using the outline. 
An outline 
• stores material for story writing; 
• is a plot outline; 
• has background information wherever necessary; 
• has a certain amount of character detail; 
• records all the elements that are essential to the story. 
The Inventor 
Inventor 
Lived in country 
Drew plans, tore them up, started again 
For 40 years never spoke, read newspaper, or received letters 
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Didn't know radio existed 
One day realised he had made an invention 
Day and night checked plans, calculations 
He went to town. 
Cars Instead of horses: electric instead of steam trains 
Escalators, refrigerators 
Quickly understood - saw telephone and said : "Aha" 
Told people In street, "I have made a great invention". 
They did not care. 
He entered a cafe and explained to a man 
"I have mvent^d a machine which shows what's going on miles away.' 
"Oh the television — there's one in the comer — shall I turn it on?" 
The inventor went home 
At desk for a month — re-invented car 
Same with escalator, telephone, refrigerator 
The really hard thing is to Invent things that already exist. 
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The Drought 
Swat Chandra Chatteijee (1876-1938) is one of the best-
known Bengali novelists. He has also written a number 
of exquisite short stories. The present story offers social 
criticism as well as psychological insight into a character 
under stress. Besides, there is a very sensitive and moving 
portrayal qf n hull. 
THE village was culled Kashlpur. It was a small village, but Its 
zamindar was smaller still. Yet his tenants dared not stand up to 
him. He was so ruthless. 
It was the birthday of his youngest son. It was noon. 
Tarkaratna, the priest, was on his way home from the landlord's 
house, where he had been offering prayers. It was nearing the 
middle of May, but not a patch of cloud could be seen In the sky. 
The rainless llrmument poured Are. 
The field in front, stretching out to the horizon, had broken up 
into tens of thousands of fissures in the burning blaze, and it 
looked as though the life-blood of Mother Earth was unceasingly 
flowing out through them as smoke. If one gazed long at its rising, 
fiame-like sinuous movement, It left him, as it were, dazed with 
drunkenness, 
At the end of tlie field, beside the road, there stood the house of 
Gafur, the weaver. Now that the mud walls were in ruins, the 
courtyard touched the public highway, and the inner privacy was 
thrown on the mcrcy of the passers-by. 
"Hey! Gafur! Is anybody in?" called out Tarkaratna, standing 
in the shade of a tree by the roadside. 
"What do you want? Father is down with fever," answered 
Gafur's little daughter, aged ten, appearing at the door. 
217 
Let's Read and Think 
26* 
"Fever! Call t±ie scoundrel!" Tarkaratna shouted. 
The noise brought Gafur out, shivering witli fever. A bull was 
tied to the old acacia that lecined against the broken wall. 
"What do I see there?" demanded Tarkaratna, indicating the 
bull. "Do you realise that the landlord will not tolerate this?" His 
face was crimson witli indignation and the heat of the sun. It was 
to be expected that his words should be hot and harsh. But Gafur 
simply looked at him, unable to follow the import of his words. 
"Well," said Tarkaratna, "I saw it tied there in the morning and 
it's still there. If the bull dies, your master will flay you alive!" 
."What shall I do. Father? I'm helpless. I have had fever for the 
last few days. I can't take him out to graze. I feel so ill." 
"Can't you let him graze by himself?" 
"Where shall I let him go. Father? People haven't threshed all 
their paddy yet. It's stiH lying in the fields. The straw hasn't been 
gathered. Everything is burnt to cinders — there isn't a blade 
of grass anywhere. How can 1 let him loose. Father? He might 
start poking his nose into somebody's paddy even or eating 
somebody's straw." 
Tarkaratna softened a little. "But you can at least tie him in 
the shade somewhere and give him a bixndle of straw or two to 
munch. Hasn't your daughter cooked rice? Why not give him a 
tub of boiled rice water? Let him drink it." 
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Gafur made no reply. He looked helplessly at Tarkaratna, and 
a deep sigh escaped him. 
"I see; you haven't even got that much? What have you done 
with your share of straw ? I suppose you have gone and sold it to 
satisfy your bell}^ Not saved even one bundle for the bull! How 
callous you are!" 
At this cruel accusation Gafur seemed to lose the power of 
speech. This year I was to have received m" share of straw," said 
Gafur slowly ^ter a moment's hesitation, "but the master kept it 
all on account of my last year's rent. 'Sir, you are our lord and 
master,' I implored, fadling at his feet: "Where am I to go if I leave 
your domain? Let me have at least a little sti'aw. There is no straw 
' on my roof, arid we have only one hut in which we two — father 
and daughter — live. We'll patch the roof with palm leaves and 
manage this rainy weatJier, somehow, but what, will happen to 
our Mahesh without food?' " 
"Indeed! So you're fond enough of Mahesh! This is a joke!" 
But his sarcasm did not reach Gafur. "But the master took no 
pity on me," he went on. "He gave me paddy to last only two 
months- My share of straw was added to his own stock — Mahesh 
didn't have even a wisp of it." 
"Well, don't you owe him money?" said Tarkaratna, unmoved. 
"Why shouldn't you have to pay? Do you expect the landlord to 
support you?" 
"But what am I to pay him with? We till four bighas of land for 
him, but the paddy has dried up in the fields during the droughts 
in the last two years. My daughter and I have not even enough to 
eat. Look at the hut! \^en it rains, I spend the night with my 
daughter huddled in one conaer; we can't even stretch our legs. 
Look at Mahesh! You can count his ribs. Do lend me a bit of hay 
for him so that he can have something to e. t for a day or two." And 
Gafur sank down on the ground at Tarkaratna's feet. 
"No, no! Move aside! Let me go home, it's getting late." 
Tarkaratna made a movement as though to depart, smiling. "Good 
God! He seems to brandish his horns at me! Will he hurt?" 
he cried out with fright and anger, stepping hurriedly back 
from the bull. 
Gafur staggered to his feet. "He wants to eat a handful," he said, 
indicating the wet bundle of rice and fruit in Tarkaratna's hand. 
"Wants to eat? Indeed! Like master, like anirial. Hasn't even a 
bit of straw to eat and must have fruit and rice. Take him 
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away and tie him somewhere else! What horns! He will gore 
somebody to death one of these days." Edging away, the 
priest made a quick exit. 
Lx>oking away from him, Gafur silently watched Mahesh, whose 
two deep, brown eyes were full of pain and hunger. "Didn't even 
give a handful," he muttered, patting the bull's neck and back. 
"You are my son. Mahesh," he whispered to him. "You have grown 
old and served us for eight years. I can't even give you enough to 
eat — but you know how much I love you, don't you?" 
Mahesh only stretched out his neck and closed his eyes with 
pleasure. 
"Tell me," went on Gafur, "how can I keep you alive in this 
dreadful year? If I let you loose, you will start eating other people's 
paddy or munching their banana leaves. What can I do with you? 
You have no strength left in your body — nobody wants you. l i iey 
ask me to sell you at the cattle market " At the very Idea his 
eyes filled with tears again. Wiping his tears on the back of his 
hand and looking this way and that, he fetched a tiny bunch of 
discoloured old straw from behind the huL "Eat it quickly, my 
child, otherwise.-.." h*; said softly, placing it before Mahesh. 
"Father ' 
"Wliat is it?" 
"Come md eat," answered Gafur's daughter looking out of the 
door. "Why, have you again given Mahesh straw from the roof?" 
He had feared as much. "It's old straw — it was rotting away." 
he answered, ashamed. 
"I heard you pulling it, fatlier." 
"No, darling, I wasn't exactly " 
"But you know, father, tlie wall will crumble " 
Gafur was silent. He had nothing left but this hut. Who knew 
better than he that unless he was careful it would not last another 
rainy season. And yet what good was it really? 
"Wash your hands and come and eat. I have served your food," 
said the little girl. 
"Give me the rice water; let me feed him." 
"There is none, father — it has dried up in the pot." 
Nearly a week had passed. Gafur was sitting in the yard, sick of 
body and anxious. Mahesh had not returned since the day before. 
He himself was helpless. Amina had been looking for the bull 
everywhere from early morning. The evening shadows were already 
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falling when she came home. "Have you he'ard, Father, Manik 
Ghose has sent Mahesh to the police pen," she said. 
"Nonsense!" 
"Yes, father, it's true. His servant said to me. Tell your father to 
look for the bull at Dariapur'...." 
"What did he do?" 
"He entered their gcirden, fatlier." 
Gafur made no answer. 
"At the end of three days, they say, the police will sell him at 
the cattle market." 
Amina did not know what the 'cattle market' meant. She had 
often noticed her father grow restless whenever it was mentioned 
in cormection with Mahesh, but today he went out without saying 
another word. 
Under the cover of night, Gafur secretly came round to Banshi's 
shop. 
"Uncle, you'll have to lend me a rupee," he said, putting down 
a brass plate under the seat. Banshi was well acquainted with this 
object. In the last two years he had lent a rupee at least five times 
on this security. He made no objection today either. 
The next morning Mahesh was seen at his usual place again. An 
elderly man was examining him with very sharp eyes. Not far away, 
on one "side, Gafur sat on the ground, all hunched up. The 
examination over, the old man untied a ten-rupee note from a 
comer of his shawl, and, smoothing it again and again, said, "Here, 
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take this. I shan't take anything off. I'm paying the full price." 
Stretching liis hand, Gafur took the money, but remained silent. 
As the two men who came with the old man were about to take the 
rope round the animal's neck, he suddenly stood bolt upright. 
"Don't touch that rope, I tell you. Be careful, I warn you!" he cried 
out hoarsely. 
They were taken aback. "Why?" asked tlie old man in surprise. 
"There's no why to it. He's my property — I shall not sell him; 
. it's my pleasure," he answered in the same tone, and threw the 
note away. 
"But you accepted the deposit yesterday," all three said 
in a chorus. 
"Take this back," he answered, flinging the two rupees across 
to them. 
Gafur begged for rice water from the neighbours and fed 
Mahesh. Patting him on the head and horns, he whispered vague 
sounds of endearment to him. 
It was about the middle of June. Nobody who has not looked 
at an Indian summer sky will realise how terrible, how unrelenting, 
the hekt can be. Not a trace of mercy anywhere! Today even the 
thou^t that some day this aspect of the sky would change, that it 
would become overcast with soft, moisture-laden clouds was 
impossible. It seemed as though the whole blazing sky would go 
on burning day after day endlessly, to the end of time. 
Gafur returned home at noon. He was not used to working as 
a hired labourer, and it was only four or five days since his 
temperature had gone down. His body was still weak and tired. 
He had gone out to seek work, but in vain. He had had no success. 
Hungry, thirsty, tired, everything was dark before his eyes. "Is the 
food ready. Amina dear?" he called out from the courtyard. 
Without answering, his daughter quietly came out and stood 
leaning against the wall. 
"Is the food ready?" Gafur repeated without receiving an answer. 
"What do you say? No? Why?" 
"There's no rice, father." 
"No rice? ^ ^ y didn't you teU me tn the morning?" 
"Why. I told you last night." 
"I told you last night," mimicked Gafur. "How am I to remember 
what you told me last night?" His anger grew more and more violent 
at the sound of his own voice. "Of course, there's no rice!" he 
growled, with his face more distorted than ever. "What does it 
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matter whether your father eats or not? But the young lady must 
have her three meals! In the future I shall lock up the rice when I 
go out. Give me some water to drink — I'm dying of thirst, So 
you haven't any water either!" 
Amina remained standing with bowed head as before. Realising 
that there was not even a drop of water in the house, he lost all self-
control. Rushing at her, he slapped her face noisily. "Wretched girl! 
What do you do all day? So many people die — why don't you?" 
The girl did pot utter a word. She took the empty earthen pitcher 
and went out into the afternoon sun, quietly wiping her silent tears. 
The moment she was out of sight, her father was overwhelmed 
with remorse. He alone knew how he had brought up that 
motherless girL He knew that this affectionate, dutiful, quiet 
daughter of his was not to blame. They had never had enou^ to 
eat even while their little store of rice lasted. It was impossible to 
eat three times a day. Nor was he unaware of the reason for the 
absence of water. The two or three tanks in the village had all dried 
iTp. Thp-Httlf watf-r thatthfTT-ggiR ?dTTl in the prtcatetank nf .Shihii 
Babu was rK>t for the public. A few hbles had been dug at the 
bottom of the other tanks, but there was such crowding and jostling 
for a little water that this chit of a girl could not even approach 
them. She stood for hours on end and, after mucVi begging if 
somebody took pity on her, she returned home with a little water. 
He knew all this. Perhaps there was no water today or nobody 
had found time to take pity on her. Something of the sort must 
have happened, he thought, and his own eyes, too, filled with tears. 
"Gafur! Are you in?" somebody cried out from the yard. The 
landlord's messenger had arrived. 
"Yes, I'm in. Why?" answered Gafur bitterly. 
"Master has sent for you. Come!" 
"I haven't had any food yet. I will come later," said Gafur. 
Such impudence seemed intolerable to the messenger. "It's 
master's order to drag you to him and give you a good thrashing," 
he roared, calling the man ugly names. Gafur lost self-control for 
the second time. "We are nobody's slave," he replied, returning 
similar compliments. "We ])ay rent to live here. I wiU not go." 
"But in this world it is not only futile for the small to appeal to 
authority, it is dangerous as well. Fortunately, the tiny voice seldom 
reaches big ears or who knows what might happen? When Gafur 
returned home from the landlord's and quietly lay down, his face 
and eyes were swollen. The chief cause of so much suffering was 
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Mahesh. When Gafur left home that mommg, Mahesh broke loose 
from, his tether, and, entering the grounds of the landlord, had 
eaten up flowers and upset the com diying in the sun. When finally 
they tned to catch him, he had hurt the landlord's youngest 
daughter and had escaped. This was not the first time this had 
happened, but Gafur was forgiven because he was poor. If he had 
come round and as on other occasions, begged for the landlord's 
forgiveness, he would probably have been forgiven, but instead 
he claimed that he paid rent, and that he was nobody's slave. This 
was too much for Shibu Babu, the zamindar, to swallow. Gafur 
had borne the beatings and torture without a protest. At home, 
too, ht lay in a comer without a word. Hunger and thirst he had 
forgotteru but his heart was burning within him like the sun 
outside. He kept no count of how time passed. 
He was suddenly shaken out of his listlessness by the shriek of 
a girl. She was prostrate on the ground. The pitcher which she had 
beeri carrying tumbled over, and Mahesh was sucking up the water 
as it flowed, an the earth. Ga&ir was conpletejy out of his mind. 
Withoutu-aittng anothermoment he seized his plough-head which 
he had left yesterday for repair, and with both hands struck it 
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violently on tJie bent head of Mahesh. Once only Mahesh attempted 
to raise his head, but immediately died, his starving, lean body 
staggering to the ground. A few drops of blood rolled down from his 
ears. His whole body shook once or twice and then stretching the 
fore and hind legs as far as they would reach, Mahesh fell dead. 
"What have you done fatlier? Our Mahesh is dead." Amina 
burst out weeping. 
Gafur did not move nor answer her. He remained staring 
without blinking at a pair of motionless beady black eyes. 
Before two hours were out, the tanners living at the end of the 
village came crowding in and carried off Mahesh on a bamboo 
pole. Shuddering at the sight of the shining knives in their hands, 
Gafur closed his eyes but did not speak. 
' The neighbours informed him that the landlord had sent for 
Tarkaranta to ask for his advice. How would Gafur pay for the 
penance which the killing of a sacred animal demanded? 
Gafur made no reply to these remarks, but remained squatting 
with his chin resting on his knees. 
"Amina, dear, come, let's go." said GaUir, rousing his daughter 
at the dead of night. 
She had fallen asleep in the yard. "Where, father?" she asked, 
rubbing her eyes. 
"To work at the jute mill at Fulbere," said the father. 
The girl looked at him incredulously. Tlirough all his misery 
he had declined to go to Fulbere. "No religion, no respect, no 
privacy for womenfolk there," she had often heard him say. 
"Huny up, my child; we have a long way to go," said Gafur. 
Amina was going to collect the drinking bowl and her father's 
brass plate. "Leave them alone, darling. They'll pay for the penance 
for Mahesh," said Gafur. 
In the dead of night Gafur set out, holding his daughter by the 
hand. He had nobody to call his own in the village. He had nothing 
to say to anybody. Crossing the yard, when he reached the acacia, 
he stopped stock-still and burst out crying loudly. "Allah" he said, 
raising his face towards the black star-spangled sky, "punish me 
as much as you like — Mahesh died with thirst on his lips. Nobody 
left the tiniest bit of land for him to feed on. Pray never forgive 
those their guilt who never let him eat the grass nor drink the 
water you have given." 
S A R A T C F I A N D R A C H A T T E R J E E 
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Glossary 
ruthless : merciless; cruel 
firmament : sky 
acacia : a tree from which gum Is obtained 
cinders : a small piecc of ash or partly burnt coal, wood, ctc that 
is no longer burning but may still be hot 
thresh : to beat out grains of com from the rest of the plant 
sarcasm : remarks thai Imply tlie opposite of what tliey appear to 
mean and are Intended to mock or upset somebody 
bigha : a measure of land 
pen : a small enclosure for catUe, sheep, etc. 
chorus : something said or shouted by many people together 
tanner : a jierson who collects animal skins and makes them into 
leather 
>> Comprehension 
1. Why did Tarkaratna reprimand Gafur? 
2. Do you think that Tarkaratna's concern for the bull was 
genuine? If not, why? 
3. Describe The horrors of the drought? 
4. Do you fmd Amina's role important in the stoiy. How? 
5. What forced Gafur to kill Mahesh? 
6. Would you condemn Gafur for killing the bull? Justify you stand. 
7. Why did Gafur ask Amina to leave behind their drinking bowl 
and brass plate? 
8. What were Gafur's feelings when he reached the acacia tree 
while leaving for Fulbere? 
5 ^ ' ^ p p r e c i a t i o n 
1. Gafur was emotional, but Amma was more balanced. Do you 
agree? Substantiate your answer. 
2. At the end, for Gafur, Kashipur became tlie most undesirable 
place to live in. Comment. 
3. What impression of village life do you get from this stoiy? 
Discussion 
Adversities play havoc with human relationships. 
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A PAIR OF MUSTACHIOS 
Mulk Raj Anand (bom 1905) is one of the most celebrated 
Indian novelists writing in English. He was born in 
Peshawar, -and educated at the universities of Lahore, 
London and Cambridge. 
His novels include The Untouchable, Coolie, 
The Sword and the Sickle, Private Lite of an Indian 
Prince, Seven Siommers and Morning Face, He has also 
published a number of short stories vdiich reveal a 
l ive ly sense of humour, a keen eye f o r the pretensions 
of the people, and a f ee l ing of warn compassion, 
THliRE ARE various kinds of mustachios worn in my country 
to mark the boundaries between the various classes of 
people. Outsiders may think i t sti?)id to lay down, or 
rather to raise, lines of demarcation of this kind, 
but we are notorious in the whole world f o r sticking to 
our queer old conventions, prides and prejudices, even 
as the Chinese or the Americans, or f o r that matter, 
the Ehglish,,, .And, at any rate, some people may think 
i t easier and more convenient to wear permanent boundary-
lines l i k e mustachios, which only need a smear of grease 
to keep them bright and shiny rather than to wear frock 
coats, stiped trousers and tap hats, which constantly 
need to be laundered and dry cleaned, and the maintenance 
of viiich i s already leading to the bankruptcy of the 
European ruling classes. With them clothes make the man, 
but to us mustachios make the man so we pre fe r the various 
styles of mustachios to market differences between the 
classes, 
And very unique and poetical symbols they are 
took . For instance, there is the famous l ion moustache, 
the fearsome upstanding symbol of that great order 
respondent Rajas, Maharajas, Nababs and English army 
generals who are so well known for their devotion to the 
King Superior ,Then there is the giger moustache, the 
uncanny, several-pointed moustache worn by the unbending. 
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unchanging survivals from the ranks of the feudal 
gentry who have nothing l e f t but the pride in their 
greatness and a few momentoes of past g lory , scrolls 
of honour, granted by the former mperors, a few 
gold tr inkets, heirlooms, and bits of land. Next 
there is the goat moustache-a rather unsure brand, 
worn by the nouveau riche, the new commercial bourge-
oisie and the shopkeeper class v^o somehow don't 
belong-an indifferent, thin l i t t l e l ine of a moustache, 
worn so that i ts tips can be turned up or down as the 
occasion demands-a show of power to some coolie or 
humility to a proi^erous client.There i s the Charlie 
Chaplin moustache worn by the lower middle class, 
by clerks and professional men, a kind of half-and-half 
a f fa i r , deliberately designed as a con5)romise between 
the traditional f u l l moustache and the clean-shaven 
Curzon cut of the Sahibs l ike them to keep mustachios 
at a l l . There is the sheep moustache of the coolies 
and the lower orders, the mouse moustche of the 
peasants, and so on. 
In f ac t , there are endless styles of mustachios, 
a l l appropriate to the wearers and indicative of the 
various orders, as rigorously adhered to as if they 
had al l been patented by the Ciovemment of India 
or had been sanctioned by special ^pointment with 
His Majesty the king or Her Majesty the Queen, And 
any poaching on the style of one class by members 
of another is resented, and the rising ratio of 
murders in my country is inteipreted by certain 
authorities as being indicative of the increasing 
jealousy with which each class is guarding i t s 
r i ^ t s and privileges in regard to the mark of the 
mustachio. 
Of course, the analysis of the expert is rather 
too abstract, and not a l l the murders can be traced 
to this cause, but certainly i t is true that the 
preferences of the people in regard to their musta^ -
chios are causing a lo t of trouble in our parts. 
For instance, there was a ruii5)us in my own 
vil lage the other day about a pair of mustachios. 
I t so happened that Seth Ramanand, the grocer 
and moneylender, who had been doing well out of the 
recent f a l l in the price of viieat by buying up vtiole 
crops cheap from the hard-pressed peasants and then 
se l l ing grain at higher prices, took i t into his 
head to twist the goat moustache, integral to his order 
and posit ion in society,at the tips, so that i t looked 
nearly l ike a tiger moustache. 
Nobody seemed to mind ve^ much, because most of 
the mouse-moustached peasants in our v i l lage are beholden 
to the local moneylender, either because they owe him 
interest on a loan or an instalment on a mortgage of 
jewellery or land. Besides, the Seth had been careful 
enough to twist his moustache so that i t seemed nearly 
though not quite l ike a t iger moustache. 
But there l i ves in the vicenity of our v i l lage, in 
an o ld, dilapidated Moghul style house; a Mussulman named 
Khan Azam Khan, viio claims descent from an ancient Afghan 
family v,fcose heads were noblemen and councillors in the 
Court of the Great Moghuls, Khan Azam Khan, a t a l l , 
middle-aged man, is a handsome and digni f ied person, and 
he wears a t iger moustache and remains adorned with the 
faded remnants of a gold-brocaded waistcoat thou^ he 
hasn't even a patch of land l e f t . 
Some people, notably the landlord of our vi l lage 
and the moneylender, maliciously say that he is an impostor, 
and that a l l his talk about his blue blood is merely the 
bluff of a rascal. Others, l ike the pr iest of the temple, 
conced that his ancestors were certainly attached to the 
Court of the Great Moghuls, but as sweepers.The landlord , 
the moneylender and the priest are manifestly Jealous of 
anyone's long ancestry, however, because they have a l l 
risen from nothing, and i t is obvious from the stately 
ruins around Khan Azam Khan vjhat grace was once his 
and his forefathers. Only Khan Azam Khan's pride is 
greatly in excess of his present possessions, and he is 
inordinately jealous of his old pr iv i l eges and rather 
foo l i sh and headstrong in safeguarding every sacred 
brick of his tottering house against vandalism. 
Khan Azam I^an happened to go to the moneylender's 
shop to pavyn his wife'-5 gold nose-ring one morning and he 
noticed the 1:5)turning tendency of the hair on Ramanand's 
upper l i p which made the moneylender's goat moustache 
look almost l ike his own t iger moustache. 
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'Since -wiaen have the lent i l -eat ing, shopkeepers 
become noblemen? he asked sourly, 
' I don't knov/ v/hat you mean, Khan', Ramanand 
answered. 
'You know viiat I mean, seed of a donkeyl' said the 
Khan. Look at the way you have turned the t ips of your 
moustache upwards. I t almost looks l ike my t iger moustache. 
Turn the t ips down to the style proper to the goat that you 
are I Fancy the airs of people nowadays! 
'Oh, Khan, don't get so excited, ' said the moneylender, 
•who was nothing i f he was not amendable, having built up 
his business on the maxim that the customer is always r i ^ t . 
' I t e l l you, turn the tip of your moustache down i f 
you value your l i f e l raged Khan Azam Khan. 
' I f that is a l l the trouble, here you are ' , said 
Ramanand, brushing one end of his moustache with his only 
hand so that i t dropped l ike a dead f l y . 'Come, show me the 
trinkets. How much do you want for them? 
Now that Khan Azam Khan's pride was eppeased, he 
was l i k e soft wax in the merchant's sure hand. His need, 
and the need of his family f o r food, was great, and he 
humbly accepted the value wnich the moneylender put on 
his w i f e ' s nose-ring. 
But as he was departing, after negotiating his 
business, he noticed that though one end of the mon^lender's 
moustache had come down at his behest, the other end was 
s t i l lup . 
'A strange trick you have played on me, you swine', 
the Khan said. 
' I have paid you the best value f o r your trinket, 
Khan, that any money lender wi l l pay in these parts, ' he 
said, 'especially in these days viien the Sarkars of the 
whole world are threatening to go o f f the gold standard'. 
' I t has nothing to do with the t r i n k e t s a i d Azam Khan, 
'but one end of your moustache is s t i l l up l ike my t i ge r 
moustache though you have brought down the other to your 
proper goat's style. Bring that other end down also, so 
that there is no aping by your moustache of mine ' . 
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'Nov;, Khan,' said the moneylender ' I humbled 
myself because you are doing business with me. You 
can't expect me to become a mere worm Just because 
you have pawned a trinket with me. If you were 
pledging some more expensive jewellery 1 mig^it consider 
obliging you a l i t t l e more,Anyhow, my humble milk-
skimmer doesn't look a b i t l ike your valiant t iger 
moustache, 
'Bring that t ip downl' Khan Azam Khan roared, 
f o r the more he had looked at the moneylender's moustache 
the more the s t i l l upturned tip seemed to him like an 
e f f o r t at an imitation of his own, 
'Now, be sensible. Khan,' the moneylender said, 
waving his hand with an imperturbable calm, 
' I t e l l you, turn that tip down or I shall wring 
your neck,' said the Khan. 
'A l l r i ^ t , the next time you come to do business 
with me. I shall bring that tip down', answered the 
moneylender cunningly, 
'That is f a r ' , said Chaudri Chottu Ram, the landlord 
of the v i l lage , viio was sitt ing under the tree opposite, 
'To be surel to be surel' some peasants chimed in 
sheep ishly , 
Khan Azam Khan managed to control his murderous 
in^julses and walked away. But he could not quell his 
Dride, the pride of the generations of his ancestors who 
lad worn the tiger moustache as a mark of their high 
position,To see the symbol of his honour imitated by 
a money lender^ this was too much for him. He went home 
and fetched a necklace which had come down to his family 
through seven generations and, placing i t before the 
moneylender, said : 
"Now wi l l you bring that tip of your moustache down? 
"By a l l means, Khan', said the moneylender, 'But l e t 
us see about this necklace. How mucli do you want f o r i t ? 
'Any price v i l l do, so long as you bring the t ip 
of your moustache down,' ansvrered Azam Khan, 
After they had sett led the business the moneylender 
said: 'Now Kian, I shall carry out your w i l l , ' And he 
ceremoniously bnashed the upturned tip of his moustache 
down. 
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As Azam Khan was walking away,however, he noticed 
that the other tip of the moneylender's moustache had 
now gone up and stood dubiously liJce the upturned end of 
his own exalted tiger moustache. He turned on his f ee t 
and' shouted: 
' I shall k i l l you i f you don't brush that moustache 
into the shepe ^propriate to your posit ion as a l en t i l -
eating moneylenderl' 
'Now, now, Khan, come to your senses. You know i t 
is only the illusion of a t i ge r ' s moustache and nowhere 
l ike your brave and wonderful adornment,' said the greasy 
moneylender. 
' I t e l l you 1 won't have you insulting the insignia 
of my orderi ' shouted Azam Khan.'You bring that tip dov/nl' 
' I wouldn't do i t , Khan, even i f you pawned a l l the 
jewellery you possess to me, 'said the moneylender, 
' I would rather l os t a l l my remaining worldly 
possessions, my pots and pans, my clothes, even my house, 
than see the tip of your moustache turned tip l ike that.' ' 
spluttered Azam Kian. 
'Acha , if you care so l i t t l e f o r a l l your goods 
and chattels you sel l them to me and then i shall turn 
that t ip of my moustache down,'said the moneylender. 
'And what is more, I shall keep i t f l a t . Now, is that 
a bargain? 
'That seans f a i r enough,' said the landlord from 
under the tree viiere he was preparing f o r a siesta, 
'But \\iiat proof have I that you w i l l keep your 
word? said Azam Khan. 'You oily lent i l -eaters never 
your promises'. 
'We sliall draw up a deed, here a now,' said the 
moneylender.'And we shall have i t signed by the f i v e 
elders of the village-who are seated under that tree. 
\tia.t more do you want ?" 
'Now, there is no catch in that , ' put in the 
landlord. I and four other elders wilx come to court 
as witnesses on your behalf iX he doesn't keep his 
moustache to the goat style ever afterwards.' 
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' I shall excommunicate him from rel ig ion if 
he doesn't keep his word', added the pr i es t , vdio had 
arrived on the scene on hearing the hubbub, 
'Acha,' agreed Azam Khan 
And he forthwith had a deed prepared by the 
petit ion writer of the v i l lage, \yho sat smoking his 
hubble-bubble under the tree. And this document, 
transferring a l l his household goods and chattels, 
was signed in the presence of the f i v e elders of the 
vi l lage and sealed. And the laoneylender forthwith 
brought both tips of his moustache down and k ^ t than 
^ued in the goat style appropriate to his order. 
Only, as soon as Khan Azam Khan's back was 
turned he muttered to the peasants seated near by ; 
'My father was a ^ i l t an ' . 
And they laughed to see the Khan give a f e c i a l 
twist to his moustache, as he walked away maintaining 
the valiant upri^tness to the symbol of his ancient 
and noble family, though he had become a pax^er. 
M U L K R A J m m ) 
GLOSSARY 
mustachios- plural of 'mustachio', a moustache, 
especially when bushy or elaborately 
shaped (often used in plural) 
resplendent-bright and colourful in an in^ressive 
way; splendid 
uncanny-mysterious;not natural or usual 
feudal gentry-people belonging to noble or 
aristocratic fami l i es , such as 
Nawabs 
mementoes-things that remind one of a person, a 
place, or an event, 
trinkets-small ornaments or pieces of jewellery 
heiriLoom^an object that has belonged to the same 
family f o r several generations 
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nouveau riche-person viio has recently become rich 
bourgeoisie-the middle classes 
Charlie Chaplin-British comedian, f i lm actor, and 
dire etc (1889-1977) 
Curzon^Lord CurzonC1859-1923), Viceroy of India from 
1898 to 1905. 
beholden- obliged 
mortgage-transfer of the r i ^ t of property as security 
for repayment of a loan 
vicinity-neighbourhood 
dilapidated-in a state of disrepair 
malicious-vicious or mischievous 
imposter-a person who pretends to be somebody else 
in order to deceive others 
vandal ism-wanton or deliberate destruction 
pawn- to deposit an art icle as security f o r the 
repayment of a loan 
sur l i ly- in a rude or ill-tempered manner 
behest-orders 
chimed in-voiced agreonent 
quell-suppress 
greasy-intending to please 
insignia-a distinguishing sign or mark 
chattels-articles of personal movable property 
siesta-rest or nap, taken in the early afternoon 
excommunicate- exclude or expel from the 
community. 
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COMPREHENSION 
1. What purpose, according to the wri ter , do mustachios 
serve in India? 
2. How many types of mustachios are mentioned? Which 
classes of people are they associated with? 
3. Describe the Charlie Chaplin moustache in your own 
wo rds. 
4. Who was Khan Azam Khan? Viiat was his social status? 
5. Why did Khan Azam Khan go to the shop of Seth 
Ram an and? 
5. Why was he annoyed "by the look.of Ramanand's mustaciiios? 
7. Do you think that Ramanand deliberately upturned his 
mustachios to insult Khan Azam Khan? Or was there any 
other purpose behind i t ? 
8, What did i t cost Khan Azam Khan to get Ramanand's 
mustachios reverted to the goal sty le appropriate to his 
order? 
APPRECIATION 
1. 'With them clothes make the man, but to us mustachios 
make the man'. Explain. 
2. V/laich of the two-Khan Azam Khan and Seth Ramanand-is 
more practical? And viiy? 
3. Do you approve of Khan Azam Khan's action? Give your 
reasons. 
4. Seth Ramanand mutters to the peasants \iiien Khan Azam 
Khan turns back: 'My father was a Sultan'. What does 
th is imply? 
5. V/ould you laugh at or sympathize with the character of 
Khan Azam Khan? Give reasons fo r your answer, 
DISCUSSION 
1. Most of us l i ve under one delusion or another.Discuss. 
2. Give some instances of fa lse pride people generally show 
o f f in society. 
MATERIAL USED BY TEACHER 'J ' 
Unit Three 
R e a d i n g 
The Lady or the Tiger? 
by Franlc R.Stocikton 
PART ONE 
Long, long ago there l ived a king vho was crude and 
very much like a savage. He had learned some manners from 
his Latin neighbors, but mostly he was barbaric, loud,and 
g ru f f . He had none of the grace and polish of his neighbors. 
He was a man of great fancies and even greater enthusiasm. 
Because he had so much authority as a king, he was able to 
force some of these fancies into r ea l i t y . Or at least he 
t r i ed to. 
His personality was normally calm viien everything 
was in order. Vhen there was a l i t t l e hitch, however, he 
was exurtant and happy. He loved i t when things went 
wrong because that meant that he could then correct them. 
He loved to make the crooked straight, to crush down the 
uneven places in l i f e . 
He decided that there should be a way to add culture 
to the l ives of his subjects. His method was the public 
arena.There, humana and beasts performed before audiences. 
But his fancies asserted themselves here.The arena that he 
bui l t was not f o r the honour and glory of standard was not 
f o r beasts to f i gh t each other to the f inish. I t was not 
even f o r throwing religious heretics to the l ions. I t was, 
he believed, f o r the purpose of widening and developing 
the mental energies of his people. I t was a vast amphitheater 
with encirching ga l ler ies , mysterious vaults, and unseen 
passages. I t was to be a means f o r poetic just ice . l t was 
to be a place where crime was punished or virtue rewarded-
a l l by chance. 
When the king was interested in people and their 
crimes, he would dictate that their fate should be decided 
in the arena. This king knew no traditions from other 
kingdoms. His only allegiance was to himself and his own 
fancies.This fancy, the chance-late decision in the arena, 
came about because of his romantic, yet barbaric, 
idealism, 
When a l l the people had gathered in the gal ler ies 
and the king was seated on his throne h i ^ up on one side 
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of the arena, he would give a signal.A door beneath 
him would open, and the accused person would step out 
into the an5)hitheater. Directly opposite the accused 
there were two doors, exactly alike and side by side. 
The person on t r i a l had .to walk over to these doors 
and open one o£ them. He could open whichever door he 
wanted; he was subject to no pressure from the king 
or his court.The only influence was that of fa te or 
luck. 
If the accused opened one door, a hungry t i ge r 
came out. I t was the f iercest and most cruel that could 
be found, and i t immediately jumped on him and tore him 
to pieces as a punishment for his guilt.When the fa te of 
the criminal was thus decided., sad iron bel ls were 
rung, and greats wails went 15) from the hired mourners 
who were posted outside the arena.The audience went, home 
a f a t e . 
I f he opened the other door, a lady came out,The 
king always chose the ladies himself. He made sure that 
each was of the same age and station as the accused and 
that she was beautiful. The rule was that the accused v/as 
to marry her immediately. I t didn't matter i f he were 
already married and had a family,The lady was a sign of 
his innocence, so i f the accused already loved another, 
that other was to be forgotten. I t was the king's way. 
He allowed nothing to interfere with his design indicated 
immediately after the lady appeared, another door beneath 
the king opened, and-out came a priest, musicians, singers, 
and a troupe of dancers. In a procession, they a l l cheer-
fu l ly marched and sang f o r the couple standing in the 
middle of the arena. The bel ls rang, the audience shouted 
i ts approval, and the innocent man, preceded by children 
strewing flowers in the couple's path, led his new bride 
to his home. 
This was the king 's semibarbaric method of admini-
stering justice, and i t s fairness is obvious.The criminal 
could not know which door the lady was behind. He opened 
viiichever door he wanted to without laiowing viiether in the 
next instant he was to be eaten or married. On some 
occasions the t iger came out of one door, and on other 
occasions i t came out of the other. In this system, there 
was instant punishment f o r guilt and instant reward f o r 
innocence-viiether the accused wanted the reward or not. 
There was no escape from the judgment of the king's arena. 
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The institution was a popular one.Vhen the people 
gathered together on one of the t r i a l days, they never 
knew viiether they were to witness a bloody slaughter or a 
f e s t i v e wedding,This element of uncertainty usually made 
the occasion more interesting than i t would have been 
otherwise. The people were entertained, and no one doubted 
that justice was being served, Al l believed that the 
accused had his f a t e in his own hands. 
Comprehension -
1.What was the king l ike? 
2,How was he different from his neighbors? 
3,Why did he build tlie arena? \tiat did i t look 
like? 
4,How did the system begin on t r ia l days? 
5.How did the accused choose which door to open? 
6.What was behind the two doors? 
7.I f the accused chose the door with the t i g e r , 
vyhat happened ? ^ w did the people react? 
8,I f the accused chose the door with the lady,viiiat 
happened? How did the people react? 
9.Why did the king (and the people) think that this 
system was a f a i r one? 
10,Did the people of the kingdom l ike the system? 
PART TWO 
The semibarbaric king had a dau^ter viiom he loved 
deeply,She was a passionate, f anc i fu l , and strong as her 
fa ther and was devoted to hjjn. As is the case in many fa i ry 
ta l es , this daughter, the apple of her father 's eye, was 
in love with a young man who was below her in station,He 
was a commoner. He was also brave, handsome, and daring, 
and he loved the royal daughter with an his being. The 
Princess had enough barbarism in her that their love a f f a i r 
was dramatic,,, too dramatic. I t was a secret f o r months, 
but then the king found out about i t . 
The king didn't hesitate f o r a minute,He sent 
the young man to prison and set a date f o r his t r i a l 
in the arena. When the date arrived, everyone in the 
kingdom wanted to attend. They a l l knew of the king 's 
interest in the case, and there was excitement in the air , 
A The king's men searched f o r the i iercest t i ger in 
the They also searched fot*" the fa i res t maiden in the 
land so that he could have a f i t t i n g bride in case he were 
found innocent. Of course, everyone knew that he had comm-
i t t ed the "crime" of loving the princess, but the king did 
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not allow the fac ts of the case to alter his decision. 
The t r i a l would go on a planned.The youth wuld be gone 
no matter vhat happened; he would either be dead or 
married.The king could enjoy the proceedings f o r the 
]sport of i t . 
The day arrived.The people were standing in 
every comer of the arena.All was ready vdaen the moment 
came. A signal was given and the door opened, allowing 
the princess lover to enter, The crowd gasped. He was 
handsome. Half the audience did not know tnat one so 
attractive had l i v ed among them; no wonder the princess 
loved himl How terr ib le f o r him to be therel 
The princess had thought about this t r i a l day 
and n i ^ t for a long time,She knew she couldn't bear to 
miss the spectacle, but there was another reason f o r 
her being there.She had such power, influence, and force 
of character (as well as plenty of gold) that she did 
what no one had ever done before; she found out the 
secret of the doors f o r that d ^ . She knew in which 
room stood the hungry t iger and in which waited the lady, 
She knew, too, that the doors were so thick that there 
was no way anyone could ever hear some hint from behind 
them. If she were going to warn her lover, she would 
have to do i t by signal. 
She also knew something which made the whole 
process more complicated. She knew that the lady was 
one of the most beautiful maidens in the whole country, 
and the thou^t of her young man l i v ing with this woman 
enraged her.She hated the lady and hated vAiat might 
happen. 
When the accused bowed to the royal box, as 
was the custom,he looked only at the princess, and 
immediately he knew. He had expected her to f ind out 
the secret of the doors, and now he knew that she had 
the ansv/er. I t was only l e f t f o r her to t e l l him. 
His quick glance at her asked, "Which*?" I t 
was as plain as i f he had shouted i t . There was no 
time to lose; the quick question had to be answered 
just as quickly so that tne king would not suspect. 
Her right hand was resting on a pillow in 
f ront of her,She raised i t s l i ^ t l y and made a small, 
f as t movement to the right. No one but her lover saw 
her.Every eye in the arena was f i xed on him. 
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He turned, and with a firm and rapid step 
he walked across the enpty space. Every heart 
stopped beating, every breath was held, every eye 
was upon him,Without hesitation, he went to the 
door on the right and opened i t . 
Did the t i ger come out of that door,or did 
the lady? 
The more we think about this question, the 
harder i t is to answer. It involves a study of the human 
heart viiich leads to mazes of passion, love, hate, 
and excitement. Do not answer this f o r yourself,but 
put yourself in the place of the princess. 
She was hot-blooded and semibarbaric, and her 
soul burned with the twin desires of longing and 
;jealousy,She knew that she had already lost him. 
But to whom ? 
How often she had lain awake at night imagin-
ing the horror of her lover being k i l l ed by a t i g e r ! 
Even in her dreams, she had covered her face with her 
hands to hide from the cruelty. 
But how much more often had she seen him at the 
other door! In her mind she had screamed and torn her 
hair when she saw his happy face at opening the door 
to the lady. Her soul burned in agony as she saw him 
rush to that woman and then be wedded in the next 
moment, vtien a l l about her were ;)oyous. She l ived 
throu^ the misery of the procession, the heppy couple, 
the singing and dancing, the shouts of the crowd, the 
laughter of the wandering children. Her tears,of course, 
were lost in a l l the Joy, 
Would i t be better for him to die at once? 
Then he could go to the place a f ter death and v/ait f o r 
her. 
And yet, that awful t i ger , those shrieks, 
that bloodi 
Her decision had been made in the instant that 
she' moved her hand,She had known that he would ask, 
but she had put o f f her decision until the last moment. 
She f ina l ly decided, and without hesitation, she 
indicated the right-hand door. 
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This is not a question to be taken l i ^ t l y . 
Her decision was serious for her, so I do not presume 
to answer for her. I leave i t to a l l of you.Vthich 
came out of the opened door-the lady or the t iger? 
Comprehension -
1.What was the king's daughter l ike? Plow 
was she similar to her father? 
2,Vihy did the king send his daughter's lover 
to prison? 
3.Why did he think that he would be rid of . 
the young man no matter what happened? 
4,Miy was tiie audience surprised vvhen the 
young man entered the arena, 
5.V4iat had the princess discovered about the 
ctoors? 
6,Describe the silent communication between 
the young man and the princess. 
y.Vfliat emotions did the princess f e l l : 
8,What did she f ee l viien she imagined her 
lover opening the door that hid the t iger? 
9,What did she f e e l viien she imagined him 
opening the door that hid ,the lady? 
10,How would the crowd have reacted i f the 
tiger had come out? If the lady had come 
out ? 
Conversation and Vocabulary : 
A, Conversation-
l.ltiy do you thinly the people l iked this 
system of justice? \tiat do you think of i t ? 
2.1s fa te the best way to decide guilt or 
innocence? 
3.Miat deeper message do you think the author 
had vdaich he was trying to communicate to us? 
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How do you l ike this style of writing, 
with the author speaking directly to the 
reader? 
5. Miat do you think came out of the opened 
door? I f you were the princess, vAaich 
choice would you make ? 
B.Vocabulary -
Nouns Verbs Adjectives 
accused jealousy bow barbaric 
amphitheater justice crush crude 
arena l ions enrage daring 
beasts manners gasp dramatic 
commoner personality hesitate encircl ing 
culture polish exultant 
enthusiasm rea l i ty gruff 
fancy realm hot-blooded 
ga l ler ies shrieks mysterious 
gladiator slaughter passionate 
grace spectacle rel ig ious 
heretics throne, savage 
idealism troupe vast 
influence vaults 
institution wails 
C. Expressions -
Use each of these expressions in sentence. 
on t r i a l , without hesitation, at least, by chance, 
be in one's own hands, the apple of someone's eye, 
put oneself in the place o f , no matter what happened, 
D, Pronounciation Dr i l l -
In viiich of the following words is the f i na l - s 
pronounced l ike z, and in Wiich is i t pronounced l i k e s? 
books 
eggs 
does 
takes 
comes 
goes 
minds 
berths 
caves 
lessons 
s i ts 
sees 
pleases 
breaks 
webs 
drives 
Grammar Review -
The Sin^jle Tenses: Negatives and Questions 
a. Present tense negatives are formed by placing 
do not (don't ) or does not (doesn't) before the 
verb. 
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I do not swim. ( I don't swim) 
She does not workCSie doesn't work) 
They do not go to school.(They don't go to school) 
b» Present tense questions are formed by placing 
do or does before the subject. 
Do you swim? 
Does she vrork? 
Do they go to school? 
c. Past tense negatives are formed by placing did 
not (d idn ' t ) before the verb. 
You did not answer the question, (You 
didn't answer the question). 
He did not look at me (He didn't look at me) 
d. Past tense questions are formed by placing did 
before the subject • 
Did you answer the question? 
Did he look at me? 
e. Future tense negatives are formed by replacing 
wi l l with wi l l not (won ' t ) . 
We wi l l not arrive until six o ' c lock . 
(Ve wont arrive until .six o 'clock), 
I wi l l not rain today ( I t won't rain today). 
f . Future tense questions are formed by placing 
wi l l before the subject. 
Will Ve arrive at f i v e o'clock? 
Will i t rain today? 
ibceccises -
A, Change these present tense statements to questions, 
then give a negative answer. Use contractions where 
possible, 
1, He decides vAiich door to open, (Does he 
decide which door to open? He doesn't 
decide which door to open), 
2, She points to the right-hand door. 
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3. The t i g e r k i l l s the accused man, 
4. The king learns manners. 
5. I make the crooked straight. 
5. The people gather in the gal ler ies. 
7. We have the grace and polish of our 
neighbors. 
8. I t usually snows in the winter. 
B, Change the past tense statements to questions, then 
give a negative answer to each. Use contractions 
^ e r e possible. 
1, He had a handsome son, (Did he have a handsome son? 
He didn't have ahandsome son), 
2, The beasts performed before audiences. 
3, The king dictated their fa te , 
4, The people chose the right-hand door. 
5. The door opened. 
6. We attended the show, 
7. They cheered f o r the handsome young man. 
8. I listened to the bel ls . 
C. Change these future tense statements to questions, 
then give a negative answer to each. Use contractions 
where possible. 
1. I t w i l l happen soon (Will i t happen soon? I t wonlt 
happen soonj. 
2. He ' l l choose the correct door. 
3. She ' l l point to the door with the lady behind i t , 
4. I ' l l point to the door with the t iger behind i t , 
5. The audience w i l l be sad, 
6. They ' l l entertain us, 
7. The king wil l accept the young man. 
8. You ' l l hear better i f you sit closer to me. 
